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I_?o reword .

Competency-based teagher  education has bee in the educational
hmehght how tor about five years. Much has been written about it “and
numerous conferences have dealt with 1t, but even so. few institutions have
heen able to convert then entire teacher education programs info « CBTE
mode  This s not because educators think that CBTE is without ment but
rather because of the monun éital task involved n making the transition.
Phidosophies need to be redetined, both wollege gnd public school personnel
tequire extensive inservice traming. and new cooperative endeavors be-
tween schools and collcgi-s need 0 be arranged. These are but a few of the
major 1ssues which must be tackled when considering « CBTE approach.

Competeney-Buased Teacher Education, ¢l Potpourri of Perspectives
provides the members of ATE with some guidelines and directions for 1m-
plementing CBTE programs A wide variety of perspectives are pgesented
ranging from philosophical concerns involved in the <hange strategy Jall the
way to 1specific plan for implementing a CBTE program ““on a shoestring.™

Floyd Waterman begins by describing some of the characteristics and = .
components of CBTE prog.ams and suggests that most are more systematic
than traditional programs of teacher education. Next Richard Ishier and
Joan Inghs preser  a model for changing to CBTE and descnibe how the-
model was applied in converting the University of Toledo’s program. *

\ : In the next section of the bulletin, two papers Jaié presented which de-'

\ scribe specitic CBTE programs. Donald Chase, William Harris, and Mar-

garet Ishler describe Bowling Green State University's CBTE program In

\ student teuching which is an example of beginning : "th the final experience
} and working from there to convert to CBTE. Philip 1105ford &nd Jack Saun- -
ders prove that the conversion process does not necessarily require outside

) ) ‘
s funding as they describe how a CBTE program was developed at New Mex-
- tco State University “on a shoestring. "+ . -
. Caroline Gillin assures us that CBTE can be implemented 10 small colleges

and rural areas and presents the ten commandments for domg so. ”
© Michael Wolfe and Phill:ip Bugg discuss how one component of CBTE,
performance contracting, can be used suceessfully during tae student teach-
ing expertence This 15 followed by Robert Hatfield's plan for evaluating
teacher competence based on pupil behaviors. .

Robert Roth provides some insights into the relationshipy between CBTE .
and accreditation criterja. In his paper he discusses both natfonal and state
azcrediting agencies and points out that most teacher education standards |
do. in fact, support the defining of teacher competencies.

In the final paper, Walter Sandefur, Douglas Westbrook. and Wayman
Dever present some national viewpoints regarding the CBTE movement.
They discusy both the advantages and disadvantages as percerved by various
professionals in teacher education. .
, 1 should like to thank Dr. Donald Hawk for his assistance n selecting the
papers for inclusion in this bulletin. Also my gratitude 15 extended to Dr..
Ruth Heidelbach and members of the ATE Communications Committee
Review Team for valuable assistance in preparing this bulletin.

Richard E. Ishler, Editor
Chairman 'of Communications
Committee
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Flovd T' Waterman . .
Umiversity of Nebraska .
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CHARACTERISTICS OF COMPETENCY BASED
TEACHER EDUCATION PROGRAMS C

l

The emergence of competency-based or pcrfgrm.mcc—b.mcd teacher edu-
cation programs can be traced to a variety of factors present on different
campuses to seme degree. Student discontent might have been a factor on
one campus while faculty involvement in experimentation could be a factor
in another college or department of education. Moves toward more aceount-
ability can be related to much of the push toward performance objectives
and demands tor program changes. Research sponsored by the U.S. Office
of Education and the much publicized nine funded clementary models gave
the competency based movement in teacher education a major thrust. Some
state departments of zducation have mandated tlements of competency-
based teacher education. Whatever the motivation, there is scarely a state
untouched by the movement and yet there is much confusion between pro-
fessionals over what constitutes o competency or  performance-based
teacher education program. It can also safely be said that there are some
programs that are given much national attention and still other programs are
claiming t¢ be competency -basey in the same way that other so-called inno-

vations are often identified without evidence of atual program subatance.
The bandwagon approach is s apparent in the competency-based teacher
education movement as in any publicized movement that sweeps the coun-
try Interestingly. there are programs which have been labeled by their ad-
ministiators o1 faculty members as **75 to 80 percent CBTE" while students
in those very programs indicate that they do not recognize any part of the
program as having a competency-based component. There are groups of
teacher educators who have assodiated competer.cy-based teacher educa-
tion with a particular type of governance plan, or their perception of what
the state department has demanded of programs.

The Characteristics identified below do not arise out of « particular pro-
gram description or a mindset growing out of a favorite arrangement of the
writer. Rather, they are results of the writer's own observations after visiting
a number of programs that have teen identified as CBTE programs and dlso
as a result of personal visitations with program designers and of readings in
the field.

Roie Derived Perception of Teacher

Many of the newer teacher education projects grew out of a study of the
nature of teaching and attempts to define teaching in terms of various situa-
tions, tashs, or expectations generally held by the faculty and designers of
the teacher education program, If, for example. the teacker is viewed as a
mere functionary in o bureaucratic organization and one who has little or
nothing to say about sclection of content, development of teaching
strategies, and one who is subjected to a functionary role, then the com-
petencics, expectations, skills, and attitudes and performances of such a

teacher will be quite different from a teacher prepared as a decision maker

for example. If program designers view the te.u.hc}g_ as a mere functionary
i




~ , . :
expedted o carry out certan uqcl.m‘pns t, tmplément a predesigned cur-
menlum then tammg program e\periences’and prdgram otttcomes will be
greathy attected by that perception of tbc teacher’s rul:[-» '

Ihere are progrars hat view teaches as having many roles under varying
sets of ¢t umstances, but the purposé of this diséussion s not-to define a
long Iistof 1ole perceptions The pomt is raised merely to s ggest that CBTE
pre-grams must take cognizance of the various roles of teachmg. Whether the
. competencies are tole denyed from an analysis of existing classrooms,

© common Jdgreement on desired \.h(lrdbﬁcll“ibs. competencies, ot skills, or
Jromdsurvey of teachers and o1 administrators eapressing general goals for
teachers. the pomnt is that the CBTE program starts with a perception of a
teacher  The expectatidns obyiously rc\l.uc to the final hst of skills, com-
Jpetencies? atutudes, and expectations oflthe teacher.

Mang, of the battles of facuity center (‘unund the philosophies concerning
general education. specialization, and the battlessbecome more fierce when
professional component elements are «I;;s«.usscd. One CBTE program has
~iggested that a beginming place for program design awould bz to have fac-
ulty community persons. patents. and regents work with statements about
education on whech there can be common agreement. These “*We agree™
hists can be the starting point for defining specific objectives and goals for the
teachars and the roles percejyed for them. '

Specified Outcomes und Eped tations
L

Afterenutying the philosophical issues, and the sources of agreement on
rode expectations, ‘there must he somg genetal goals of the CBTE program
which dre further refined into major compelencies or expectations tor
teachers: Competencies are sub-divided., sometimes clustered together, and
asystem of dehvery of instruction is devised. Please note tha. the writer has
carefully avoided saying that a **must™ for CBTE is the modularized nstrue-
tonai package However, performance modules are o very convenient de-
ivery system and such o systent qan dbso provide for greater flexibility and
maximum opportunity to individualize programs tor students.

s in the past. teacher education programs have tended to express global
wpectations for the teacher with a series of experiences (courses) outlined
as erther redyirements or options for students, but the program componenpts

“have not keen earefully related in many cases, and seldom were such pro-
grams characterizéd by dearly stated behavioral objectives. A mimmmum
essentwal for a cumpc‘(qnc_\-bascd teacher education program is clearly de-
dined objectives., '

Behavioral objectives have been discussed endlessly in educational hitera-
ture and they have somegimes been identitied as the “*cancer of curriculum ™
or the “chains of behav fori.m** yet no responsible educator has ever advo-
cated that behavioral objectives be limited only to very strict cogmtive
arcas Al ot the learning domains—affective. cognitive, psychomoter—are
important and specific shills apd competencies are related to behavioral

. ohjectives in CBTE programs. Every CBTE program known to the writer
¢ Mtresses the importance of attitudes and working in the affective objectives,

That there are ditficulties in defining Clearly stated objectives in the affec-
tnve area (which can be documented by student performance) will not, be
demed but have we not always encountered difficulty in working with at-
ttudes” While there are many unresolved problems. some outstanding
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strides have been made in CBTE programs working with all domans.
The point s that to the ¢ xtent possible, every competency. skill or attitude
ypected as a program outcome 1 related to clearly stated “*behaviors™ 1n

“some of the affective objectives. The characteristic of outcomes clearly

-

identitied and related to specific objectives is the concept that the writer
wishes to stress at this point. The college student in o« CBTE bmggum should
have many opportunities to “*demonstrate™ his attitudes, his knowledge, and
his performance in working with learners as well as demonstrating skill in
utthzing knowledge and strategies or proceaures.

Student Accoruntabihin

* The relance on clearly defined behavioral objectives leads into the
characterssuc of student accountability. In.the CBTE program the stress 1s
on performance (obsers able skills., competencies) rather than upon the com-
pleting a specified number or credit hours or courses. The CBTE program
which arranges competencies and dlusters of comaetencies in the form of
instructional modules. demands that the student demonstrate his perfor-
mance before areview panel or dssessment group. The student also 1s helped
to become more individually decountable since he 1s well aware of the vbjec-
thves of the module at the outset. Self-assessment. then is one of the out-
comes of a program that holds the student accountable for ganing specific
skills”or competencies Students are given many opportunities to practice /
and to demonstrate competencies and to be certified as having met mmmmal
levels of competency .

» While student accountability is a general characteristic of CBTE pro-
grams, there is no implication that only the student is accountable for the
quality of the program or curriculum design. Such is a joint responsibibity of
the faculty . the students, the public scheols, and the community at large. As
instructional modules are made available as part of the CBTE curriculum,
thev are the result of testing and perhaps several modifications before they
become  part of the program for more than a few “test students.”” The
testing of modules also help students to become accountable because they
share in the responsibiiity for the production of modules that meet the needs

of other students expected o gain competencies.

Shared Responsibility for Program

While students are accountable in the CBTE program and faculty depend
upon student input and testing of modules. there is a clear responstbility for
faculty and program designers to review the curriculum constantly. This
characteristic of shared responsibility makes for a more open, dynamic,
responsive program that is ever in the process of review. Professors from
vanous disciplines are interacting with each other, with students. with par-
ents. and with public school personnel. Maay CBTE programs have stzering
councils. module review boards., and a system of governance that provides
for jomt responsibility  This very factor however. has become thesource of
much contention” colleges have perceived a particular system of governance
a> bemng imposed either by law, by teachers groups, or other forces, and
there 15 much aniety over the problem. The degree of shared responsibility
Is different within each setting, but a well conceived CBTE program has
sy™e type of governance system that provides for input and genuine 1n-

ERIC ,. | Y
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volvement of all appropriate segments of the education,community. To be-
come ensnared i endldss battles over who has how many 1epresentatives
and how much financial responsibility is assigned to which component re-
sults 1n contuston and non program. Unless there is a well designed program
that students will recognize as vne in which all components are integrated
and relationships are dlear. the result will be less ‘\:!‘““ satisfactory. -

Instrucional Delivery Svstems

The staffing arrangements of tcacher prepatng institutions demand that
- the nstitution have some system for accounting for the productivity and
tume assignments of faculty. Some CBTE programs have begun a course
modification approach which involves an entire revamping of the curticulum
and & critical examination of all courses rather than a patch-work of courses.
Patch work approaches may involve a p.ucess of stating some behavioral
objectives for a course oL two. but the patch-work approach does not look
systematically at the entire curriculum as is the charactenstic of CBTE
delivery systems CBTE requites a re-assignment of faculty so they can
work with individuals in conferences, in small seminars, or design and write
modules as part of a team. ‘

The instructional module has clearly identified objectives and thus the
student is always aware of intended outcomes. Usually the module has a
pretest which is used for diagnostic purposes. Once the student knows his
status, the instruction (new knowledge or shill acquisition) begins. One of
the characteristics of CBTE instruction which distinguishes it from regular
classroom instruction or seminar. is the provision for multiple routes (ac-
uvities. readings. experiences, exercises) from which the studsnt may select
as a means of gaining the shill or competency. Finally, the student has a
post-test and progresses on to his next module,

At his own speed. the student progresses through modules and demon-
strates proficiercy through the learning activities. In addition. the student
also has the option of accepting the sungested modules or desigaing his own
route Yo achievement of competencies for a module.

‘In many of the CBTE programs there is « great stress on educational
technology but this emphasis is not necessarily greater than might be found
in many contemporary programs. There is however, considerable stress on
simulation. computer (for both instruction and administrative purposes),
microteaching, and individual activities. It should be noted that CBTE pro-
grams do not advocate a ““correspondence-type’” instruction that is devord
of human interaction®One of the criticisms often voiced of CBTE programs
15 that they can become ““black box learning”™ but no responsible CBTE
program advocates such tsolation and nsulation of students. Quite the von-
trary. many of the modules require some interaction with other students but
the students have the flexibility of making their own seminar or conference
. arrangements witit faculty members andior other students.

There are certain departments and professors who have built up private
domains around courses or arcas of expertise which are untouchable by
newer taculty afd other departments. The CBTE program forees close ex-
amination of the entire curriculum by the faculty. Bits of these once closely
guarded couises may then be incgrporated and become part of ¢ module.
The studentis then able to acquire proficiency in a specific competency. The

Q CBTE approach must be a collaborative effurt, there can be no 1slands.of
. &
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excellence and.or personal territory of a particular professor or department.
Field-based mstruction 1s frequently a maor element of a CBTE program
butat 15 not an absolute essential for a performance or competency-based
teacher education program Obviously CBTE programs stress performance
and demonstration of skills and qompetencics and for this reasomn a well-
designed field component 15 mostdesirable. Laboratory schools, portal .
school’arrangements, teacher centers. or some reality-based center to sup-
port and undergird university instruction s a characterstic of better CBTE
programs  Lhe portal school or teacher center provides the CBTE program
"with.atesting ground and provides for integration of sc hool district Inservice
programs with university training for advanced study of teaching. The joint
operation of field centers also gives the CBTE program an opportunity for
cooperative decision making, and for Jjuint responsibility to be demon-
strated Certainly teachers who grow as decision makers will require oppor-
tunities for deciston making in a setting that has a realty base. Observation of
professtonals from several agencies working under joint responsility and
shared decision making, will be an excellent example for the emerging
teacher.

Indiadual Progress and Personalization

CBTE programs that utilize, modules which provide several learning op-
tions for students emphasize the individual learning styles of students. When
students are able to pretest and demonstrate whether they have a skill or T4
competency hefore instruction begin, they feel that their individual worth -
and sKifls are being respected. Students have opportunities to design instruc-
tonal strategies and procedures for acquiring skills which forces them to
hecome accountable but also provides for their-individual interests, talents,
and needs. ’ -
Students progress through learning modules and through the acquisttion of
competencies at their own rate of progress although some CBTE programs
have found that unless students are given some gross deadlines (1.e. not
more than three semesters to complete a’particular number of modules),
Same students create “*pile-ups ™ that present logistical problems fer staffing
(faculty assignments) and budgets. but at least the theory of indwnd{ual rate
‘of progression is very much a characteristic of CBTE programs,
Personahization of program and of instruction is handled through
advisor student conferences. through redesign of modules, and through dif-
ferentiated field experiences used to test competens ies. Some students may -
wish to challenge particular tests. procedures, and sequencing that are part . b
of teacher education programs. The use of the CBTE approach would appear
to offer more opportunities to permit more personalization of instrucetton and
total program tor students. *

Public Criterta
As wath the objectives in CBTE programs. the criteria for performance

and achievement at minimal levels are usually specified for the assessment
teams When students know in advance, (open or public criteria) the skills.
atutudes, and competencies for which they are accountable, and when they
know the criteria for satistaciory performance. they are mbre receptive to
llllc program und i1s components.
O
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As students attempt to acguire competencies in specific areas, they be-
cuttic tvolved i evaluation of thea performance and thus becontfe students
of teaching The degrees of excellence andior level of competence are not
always casily detined, buat this oo ts an age old problem. While CBTE
progetins admt difficulty i assignin e degree of level of performance and
woripgleey . at least there s an effort to establish advance crteria by which |
the pettformance 1s assessed. When there are many opportunities for re-
peated demonstiauion of performance and when evaluation procedires in-
Jude more than one person makang the assessment. students in CsTE pro-
grams at least have the potential tor deahing with a more open system. Sume
tather creative cvaduation procedures and record-heeping systems are be-
inning o emcige and letter grades are fading into the past in CBTE pro-
arams

Streas on Bt Performanc e

1t nught be Grgued that all teacher education programs are oriented toward
perfermance and achievement, but CBTE programs. as a rule, tend to be
much ot conccined about demaenstration of competence upon completion
of instructional modules than s typical in other programs. As the number of
teachmg posttions dimimishes: many teacher education programs will ge-
spond by assunuog that higher grade point average entiance requirements
will automatically assure quality of graduates.

CBIL programs tend to distegard entrance standards in that they assume
notmal abihite and expect performance at minimal r better) levels of eacel-
lenee upon completion of the modules or the entire program. Bright talented
students who can progress at a rapid rate in CBTE programs find it pussible
1o aceclerate i certan aspects of their program but to take more time in
other arcas of dovelopment. Students who seem ta require an inordinate
amount of e to acquite competencies may want to reevaluate their objes- .
nves and career plans. When students have been involved in program de-
vilupment, on assessment teams, and when criteria fo, evaluation are public
and open, students feel they have been dealt with fairly and appropriately,

Summary ot CBEE Characteristics

The woriess has sugeested that CBTE programs are open and Jdy namic . they
provide for joung o Shared responsibility . and for individual rate - of perfor-
mance as well as for personalized instruction. Students in CBTE programs
know the cntenia for performance and they are expected to demonstrate
competency and proficiency rather than by accumulating letter grades or by
mete knowledge cnitena, Competency -based programs tend to be more sys-
tematie 1 thewr wstructional delivery as . 2l as in the design of the total
curticulum, CBTE programs more often are field-based than is typical in
womtitemporary programs. They also demard that faculty and constituents
tahe & comprehensive outlook toward teacher preparation. CBTE prograims
havuat respunsive quality about them. They offer much intellectual stimula-
ton tor stirdents and for faculty and they have, in short. great potential.

o
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Richard F Ishler
Joan D Inghs
University of Toledo

THE DEVELOPMENT OF A COMPREHENSIVE
COMPETENCY-BASED TEACHER EDUCATION
PROGRAM: A MODEL FOR CHANGE

Ioward Educational Change

) -
How does a college move to a competency -based teacher educadon pro-

gram” Questions regarding time. personnel, procedures.’and phasing raise.

the crucial issues involved in change strategies. Such questions sometimes
imply naive assumptions regarding change and change processes. In the
quest for some applicable generalized gpproach, it is tempting to play down
or dgnore situational variables stch as the 11niqu5nes> of each coliege 1n
terms of tradition. leadership. control practices, existing personnel policies.
history of change effurts, and relationship with the total institution. How-
evei. these variables can nut be ignored for educational change calls for
substantial political and soeial sophistication. '

Most change theories ate strangely silent on the matter of designing, di-
recting, and implementing change. Reports dealing with change seem to

focus erther on products or on descriptive accounts of steps and provide .

Little guidance for practitioners in olved in changing. The form of reporting
usually tiakes shape after the factund if s an easy transfer to assume that the
form of reporting represents the processes involved. The change processes
are far more complex. .

For example. we are told that in apy planned educational change there
may be some basic differences revealed when trying to beceme more
specitic about identifying goals and purposes and that even when people
agree on ends, more basic disagreements arise in addressing alternative
means to common ends. Therefore, planned change involves the processes

“of working with collaboration and conflict, with evolving leadership func-
tors. reward systems. and control efforts related to aspects of change:
initiation. implementation. resistance, adoption, adaptation. Planned change
involves manipulati 1g the work environment, the coordination and use of
human and material resources, the effective use of formal and informal
communication net works, mediating optimum stressitension task efforts,
.cte This deliniation suggests that change processes are as much a political
effort as an educational effort. This acknowledgement of the political aspects
may partly explain the reason detailed aspects of change processes are not
publicly revealed especially when timing, control and use of data, and con-
stant negotrting are at the heart of the effort.

Fducatory hold different premises involving change and change processes.

Sume huld that educational vhange must be individually oriented and depen-

dent upuen Changing the individual first and then modifying an nstitution’s

= apptuach. Others hold that the primary focus should be on the larger envi-
ronment in that individual functioning depends upon what 1s remnforced and
rewarded through the institution’s formalized e xpectations. The individual’s
attitudes and predispositions will be rationalized as he adapts to the new
chpc;lcd behavior. These two approaches are debated in any change
ERIC , RN . 7
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strategies including the change to competency -based teacher education pro-
grams. .

The question “*How does a college move w0 a competency-based teacher
cducation program?™ might be more productive if posed in a different way.
“What must a college do when invelved in designing and implementing a
competency-based program?” Posed this way. the question allows some
leverage in terms of what should be considered rather than leaping to assess-
ing means. )

The initial assumption is that the vollege administration has « Jefimte
commitment to move in the direction of « competency-based program. The
basis for such a commitment is not an issue. The issue to keep in focus s the
commitment to educational change for growth. Obviously any such dectston
involves a number of educational and non-educational considerations. At-
tempts to determine administrative motives or intent may cloud the fact of
what the institution and administration are committed to doing. To bog down
initially in debates dver intentions and motives Mmay prove time consuming,
morale lowering. and necessitate assessment of Change strategies far differ-
ent than those being used in situations where o competency-based program
is given.

The following points may prove helpful when considering a change to a
CBTE prograri: ,

I' To underscore the relative importance of the commitment to move to a
competency-based program, the administration would be wise to designate a
physically visible “*Competency Resource Laboratory™ for staff members.
Two functions are served: (1) space allotment by the administration 1ndi-
cates that the commitment is valued beyond a verbal allegiance and indicates
to the staff the seriousness of the commitment, (b) a laboratory containing
competency-based materials developed in other institutions in other states,
articles in which basic issues are discu.sed, and sumple preservice and 1n-
service modules The purposes of the l..boratory would be to eliminate the
need for each interested faculty member to reinvent the wheel. discourage
the **show me™ form of opposition which seeks delaying action, and helps
cement the fact that the move is not an isolated,. wild-eyed. busy-work
schemd ~f some administrator. Care should be tuken in the selection of the
person who will be responsible for establishing and managing the laboratory.
A respected. non‘threatening. and secure staff member might prove to be an
initial liaison in moving the commitment to the staff level.

2 Self assessment and self-evaluation are legitimate professional re-
quests regardless of the nature of the existing training program. An institu-
tional self-assessment with the staff involved raises the key 1ssues 1o be
faced in establishing competency -based programs which are stating goals,
planning in-put. evaluating out-put. studying effectiveness. efficiency. staff

> utilization, and cost-analysis.

The framework should be structdred in such a way as to surface the
fundamental issues raised by a competency-based program. A facuity com-
mittee working in conjunction with the administration might assume respon-
sibility for the assessment and evaluation. The assessment and evaluation
move serves a number of functions. (a) as with the laboratory. it underscores
the seriousness of the administration, (b) it provides needed base data for
evolving change strategies. (¢) it raises the promises and problems involved
in competency based programs without having individuals responsible for
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preaching the cause. und () the reporting of the findings to all involved puts
the 1ssues squarely on the professional table.

The selt assessment may prove to be a vehicde for total faculty inservice
tncluding the wdminsfiation) in terms of identfying tssues, alternatives. and
vpetational functioming of the existing tratming program. The move from o

Cvotrse base and abstract “programs™, to perfurmance based modules and
CAPCIICnLes May vatse basic conceptugl contlicts among the faculty which
reseal enisting differences n phnlmuplm positions but they need not be
destruetive,

3 The employment s an external assessment and evaluation team may
prove helptul in using the inital self-assessment 1esults. The external team,
caretully selected. may be asked to place emphasis upon the products of the
existing program. The team may work without pre-knowledge of orgamza-
tion. programs. courses, and staff utihization. The external team serves a
number of functions. (@) it may validate or challenge the self-assessment, (b)
it may be used by the administration and faculty as o scape-goat and act as o
vehicle for building bridges among staff members, (o) if desied., the external
group wan be used to foree positions and defense of positions in ways the
exsting vrganization sight find difticult to do and still remarn effective inthe
change process.

4 Results of self assessment may indicate that there i is « need for a more
articulate internal communication system—a need that certain faculty mem-
bets might supputt even to the extent of scape-goating the administiation for
nut 1nsisting upon such o professional procedure at an earlier time.

Duision chairmen andoor department chairmen can ask cach faculty
member to provide a four or five page syllabus for the courses now being
taught A muadel syllabus. done by a staff member affiliated with the college,
should be made public. The model syll.nblls would provide a format. Title.
wurse description, instructor’s assumptions, desired course outcomes,
treatments to be used by the instructor, and course and student evaluation
procedutes. The syll.ubn completed by instructors for respective courses
taught can be used inanumber of ways. (a) as vehicles for staff inservice, (b)
te wdentfy personnel able and willing to design and implement competency -
based programs, (o) as an indication of perceived and commended commit-
ment, (d) to indicate and provide acceess to staff meinbers in need of assis-
tance at the primary support level,

It should be noted that the syllabus approach as o phasing strategy in
module development may pose a substantial threat to some. Small resistance
pochets may still emerge but the fact that the request comes in terms of the
gxisting program, not a proposed program, furees the resistance to be based
un grounds other than competency -based programs. Informal leadership by
key fueulty members ean handle this effectively.

§. State guidelines for approval of competency based programs should be
available to the staff. Selected personnel frum the college should work with
state personnel in determining how to present the guidelines.

The college should sponsor a staff-oriented teacher training workshop
in conjanction with other colleges involved in a similar undertaking. The
wurkshop mml\d be designed to present what has been done to date In terms
of product and thus imply a telative degree of interinstitutional competition.
Tapes and materials should be placed §n the laboratory and a full compara-
uvc report made to the entire staff.
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. .7 The college should sponsor a public school. college, and state
worhshop—a “linkage® effort at which public school personnel are ex-
pected to idenuty teacher skills as an aspeet of competent on-the-job func-
tomng and teacher training personnel are prepared to present some syllabi
and projected modules The workshop should serve a number of functions:
ar form a definite linkage with preservice and inservice training, b) idenufy
any open discrepancies between training and on-the-job functioning; ¢y raise .
issues regarding certification and coatinuing professional career options, and
provide a base for shared inservicg for public school and college personnel
related to competency-based training and. competency-based pupil pro-
grams: d) identify shared needs and methods of resolving such needs.

8 The coilege should-initiate a staff retreat at which feedback and syn-

“thesis are undenaken and at which each staff member is ashed to wnite one
module, from respective areas of competence. A limited time factor forces
the beginning and completion of a task within one designated framework.
Resources to aid in module writing should be available at the retreat for use
by individual staff members. .

Y Fmerging leadership should be app wrent ig terms of previous perform-
ance in a variety of activities on campus. For efample, some staff members
may be able to conceptualize and write while others demonstrate organiza-
tional competence or teaching skills. As leadership emerges 1t should be
recognized and formalized although these individuals may or may not hold
formal positions of institutionalized leadership. An inservice open session
should be planned for the identified leaders and they should be involved in
planning the change strategy from this point. Data are available, personnel
strengths and weaknesses have been identified. issues and feedback tech-
niques are open. and institutional needs have been identified. Addonal
institutional commitment may be considered at this point in the form of
reduced load, pay differential, and/or other incentives such as increased
professional leay ~ time It may also be wise to identify informal leaders and
keep them functioning informally but with a definite support base.

10 Considering the available data and expericnce thus far, as well as the
extent of institutional commitment. the leaders should design and plan the
implementation of the competency-based program. The leaders should meet
as a group in extended task-oriented sessions. Funds should be made avail-
‘able for consultants and visitations. The encompassing change to which the
leaders must address themselves in designing and implementing a
performance-based training program in their particular setting would 1nvolve
the following tasks® (a) identifying modules to be developed, (b) determining
the point of entry. (¢) assessing the possibility of differentiated staffing and
means of phasing into such utilization of personnel, (d) determining organi-
zational changes needed to support the ogram change, (e) establishing time
targets, (D) anticipating problems at various stages of development, {g) refin-
ing of formal and informal communication processes, (h) assessing over-all
subsequent change strategies such as crisis management and reward sys-
tems (1) identifying change ramifications internal and external to the college,
and (j) recognizing ways and means of fit ming continued mstitutional com-
mitment.

11" The formation of a College Advisory Committee is helpful. This com-
mittee should include public school personnel, college and university fac-
ulty. college and university administration, a member of the State Depart-
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ment of Education, students, and represcntatives of professional organiza-
tions, dustry, and labor Citizen representation should be i evidence. The
advisory committee advisés within the established framework and should
have its role clearly and explicitly defined prior to formation. b

12 The professional educators—public school and college—should form
a4 professional committee designed to establish a framework for developing a ~
formal approach to a viable linkage in areas of professional concern.

The above listed twelve concerns are ndt o prescription nior do they ex-
harst all the concerns.involved in planning a change to « competency-based
teacher education program. Not all colleges will find it necessary to consider
Al of the concerns mentioned above. Some faculties will have a peed to
focus on selected itemns while others will want to modify each one according
to the local situation For example, if a college has already developed forms
of linkage with public schools through the development of multiunit schools
or teacher centers. the approach may call for different phasing and different
kinds of staff utilization. The twelve concerns are only concerns and not
linear steps in a change model.

These considerations are experience based. As the faculty in the College
of Education. The University of Toledo, developed the now existing CBTE
program. <ertain conditions arose which demanded attention. Sume proce-
dures were suceessful in bringing about the desired change while others were
not The suggestions cited above enabled the College, uver several years, to

implement the program and vrganization described in the following section.
° /

The Univ rsity of Toledo's CBTE Program Background :

During the fall of 1967, the University of Toledo,.in cooperation with a
consortium of the twelve state univensities in Ohio, designed a comprehen-
sive model elementary teacher education program using United States Office
of Education fundy It was predicated on the philosophy that the preservice
teacher who completes the progrum will be prepared to employ teaching
behaviors which will help every child whom he teaches to: .

I Acquire the greatest possible understanding of himself and an apprecia-
tion of his worthifess ay « member of society.

2 Acquire understanding and appreciation of persons belonging to social,

cultural and ethnic groups different from his own.

3 Acquire to the fullest extent possible for him mastery of the basic skills
in the use of words and numbers.

4 Acquire 4 positive attitude toward school and toward the learning pro-

. CCSS,

S Acquire the habits and attitudes associated with responsible citizen-
ship.

6 Acquire good health habits and an understanding of the conditions
necessary “or the maintenance of pRysical and emotional well-being.

7 Acquire opportunity and encouragement to be creative in vne or more
fields of endeavor. :

& Understand the opportunities open to him for prepaning himself for o
productive life and enable him to take full advantage of these opportunities.

9 Uaderstand and appreciate as much as he can of human achievement in
the natural sciences, the total sciences, the humanities, and the arts.

10 Tu prepare the world for rapid change and unforeseeable demands 1n
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which continuing education throughout his adult hfe should be « normal
.expectation. | .
These proad goals tor teacher education were adapted from a statement on
educational goals prepared by the Committee on Quality Education for the
State of Pennsylvania.! ’
. These' ten goals constituted the starting point in the process to develop
more specific objectives. They were considered within five contexts and
. _ behavioral objectives were written for each context which would help the
" preservice teacher attain these goals. The contextsavere;
I. Instructional Qrganization
2. Educational Technology
3. Contemporary Learning-Teaching Process
4 Societal Factors .
5. Research .
Over 2000 behavioral objectives were generated by context with each
context _fur‘thcr divided into major subjects and topics. These objecuves,
after refinement during the feasibility study, became the nucleus of the Uni-
" versity of Toledo's present competency-based programs.
The specific assumptions upon which the Unmiversity of Toledos CBTE
programs are based are: . .
I The programs require the development and utilization of mdividually °
guided education techniques. :
2 Flementary teachers shall be prepared ab specialists in one field and as
generalists in the other three major curricular areas of the clementary
school. . . )
3 Teachers shall be instructed by and taught to utilize the most recent
technological and media innovations.
4 The programs shall apply operant conditioning as well as practices
dictated by developmental psychology as appropriate,
§ The programs require an awareness of. and apprectation for, the differ-
ences existing in society today. '
6 Teachers in the programs will know how to assess the effect of therr
own:-téaching behavior and style. . - ’
7 The programs will incorporate various levels of expericnce in order to
approximate more ideally the realities of teaching.
R The public schools are a vital part of the teacher education programs.
9 The university must be changed in ways conducive to the needs of the
programs and these changes must precede other activities.
10. Teacher preparationis continuous.

The Public Schools as a Vitul Part of the Teacher Education Brograms

Paralleling the development of the competency-based teacher education
programs on campus, the College began inservice programs to introdice and
support educational innovations with school systems in the Greater Toledo
S.ea Uneaspect of this activity was the development of Individually Guided
Fducation and Multiunit Schools (IGE;MUS). This innovation was modeled
after the IGE'‘MUS concept developed by the University of ' Wisconsin Re-
search and Development- Center for Copnjtive Learning. Twenty-four
IGE'MUS schools are now operative in the Toledo metropolitan area and
serve s laboratory schools for the clementary CBTE program.
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Individually Guided Education and its component, the Multunit School,
is logically combined with CBTE as many of the elements in each are com-
patible. The combining elements are apparent in the following description.

C

Individually Guided Education

-

1
“1GF is a comprehensive system of education and instruction designed to
produce higher educational achievements throagh proyiding well for indi-
vidual difference among students in rate of learning, learmng style and other
characteristics.”* The components of IGE are: |
I An organization for instruction and a related administrative organiZa-
tion at the building level as well as the centrat office. (The Multiunit
Organizational Structure.) .
An instructional programming model————_
A model for developing measurement tools and evaluation procedures.
Statements of instructional objectives, criterion referenced tests and
observation schedules and curriculum materials.
S A program of home school communication to support pupil motivation
and learning. ’ .o *
6 Facilitative environments in schools, central offices. state education
agencies, and teacher education institutions.
7 Research and development to generate knowledge about the program
and to test materials and*procedures.

_The multiunit school is an organizational arrangement of teachers de-
signed to facilitate the implémeéntation of IGE. As seen in Figure [, three to
five teachers. one of whom is the unit leader. assume responsibility to plan,
implementand evaluate instruction for from 90 to 150 multiaged youngsters,
Fach unitis also serviced by an aide and a student-teacher,or intern. A major
focus of the multiunit school is that of shared educational and mstructional
decision making at appropriate levels. Organizational structure with over-
lapping membership encourages communication and decision making. The
unit, under the leadership of the unit leader who chairs the bi-weekly unn
meetings. is the key decision making group planning instiuction for the
children in the unit. The Instructional Improvement Committee (1),
chaired by the principal and composed of the unit leaders from each unit,
deals with curriculum issues and coordinates educational policy in the build-
ing The System-Wide Policy Committee (SPC) is designed to support the
implementation of the multiunit organization. These structures provide
communication linkages from staff teachers through to central office. Deci-
sion making and accountability at the building level are encouraged.
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Figure 1.
Organizational Chart of a Multiunit School®

Representative Central Oftice Representative
teachers : Administrator principals

Representative ) Principal ~«—— Central office

. unit feaders . consultants

H
= IMC » " External
Director : consultants
. Umt Leader A Unit Leader B Unit Leader C Unit Leader D

2-3 staff teachers.  j2-3 staff teachers.  |2-3 staff teachers, 2.3 staff teachers.
teacher arde. instruc {teacher aide. instruc-{teacher aide. mstruc-|teacher aide, instruc-

tional secretary, tional secretary, tional secretary, tional secretary,
student teacher student teacher student teacher  * |student teacher
90-150 students.. 90-150 students, 90-150 students. 90-150 students,
ages 4-6 ages 6-9 ages 8-11 ages 10-12
UnitA | Unit B Unit C Unit D

O'instructional improvement.committee (HC)
O Systemwide policy committee (SPC)

’

A second major component of IGE is the instructional programming

model, which includes:

I The broad range educational objectives for the students of a building in
each curriculum area.

2. The range of objectives for sub-groups of students. .

3 Assessment of objectives, learning style, motivational levels of each
student by use of criterion referenced tests, observation schedules and
work samples. !

4. Short term instructional objectives for each child.

§ The instructional program for each student in terms of the amount of
attention and guidance by the teacher, the amount of time 1n interaction
among students, the use of materials printed and audiovisual and direct
experiences, the learning mode (one-to-one, small group or indepen-
dent). the use of space and equipment and the amount of time in adult
led or student led small and large group activity as well as independent
study. :

6 The assessment of attainment of designated objectives and setting of
new instructiopal objectives.

7. Recycling if appropriate. .
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The mstructional programnung model in the IGE school parallels the
module format in the College 1tis into such a setting that the college student
wn the CBTE program at the Univ ersity is placed. The student 15 assigned to
a team of classroom teacher educators and is directly under the guidance of
the umt leader In this situation. the student of teaching has the opportunity
to observe several teaching styles. personalities and is less likely to model
hts behavior after any one single teacher.

Not only is the instructional format similar in both settings—college and
public school —but also the deciston making organization. The College fac-
ulty 1 organized into interdisciplinaty faculty teams under the guidance of a
team leader: Graduate assistants are assigned to teams as instructional ardes
a5 are student-teachers in the school.

FACULTY TEAM

Curriculutii and Instruction
Educattonal Psychology
Soctetal Factors -
FFducatonal Media and Technology
Early Childhood

he College teams also meet bi-weekly and are chaired by the team leaders.
In addution, the College Instructional Improvement Commuttee (CIIC),
charred by the Dean. is composed of the College team leaders, department
and division heads This commitiee is the pulicy making group for the CBTE

program,
L}
College Instructional Improvement Committee '
. (CHCy
B Dean, Chairman

Feam Leaders
Dwviston and Department Directors
Director, Field-Experience
Representative Students

taculty Team A B C D
Feam I.cader
Representative Faculty from
Curnculum: Instruction
Educational Psychology
Secietal Factors
Educational Media and Technology
Early Childhood
Graduate Assistants

Moreover. the Team Council, comprised of the team leaders. meets weekly
to iron out more specific coordination concerns hetween the teams.

Since the original CBTE model was developed it has been expanded to
include the secondary program and thus, i undergraduates are enrolled in
one of the CBTE programs. Efforts are currently underway to apply aspects
of the IGE MUS concept to secondary schools in the area. Secondary
schools which employ differentiated staffing or team teaching techmques
serve as laboratory schools for the secondary education CBTE programs.
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The University of Toledo’s CBTE programs cunsist of three major com-
ponents: a

I: Career Decisions

2. Professional Year )

3. Student Teaching ‘o
Career Decisions N

Career Decisions is a two-quarter, eight credit hour program requited of
all students entering the College of Education and it is taken during the
freshman or sophomore years. This phase of the CBTE program was im-
plemented in the fall of 1970, with all fresnmen who entered the College.
This totalled approximately 800 students. oL

Career Decisions is designed to provide the student with experiences
which will enable him to decide whether he wishes to pursie a career as a
teacher The student spends two hours per week on campus in small group
classroom instruction and one hour in large group instruction. In addition, he
is required to spend one-half day per weel in a refated field experience,

Career Decisions is competency-based, modularized, and team taught.
The faculty teams serve as teachers and undergraduate advisers. The adviser
relationship continues after the student completes Carees Decistons until the

Junior year when he is reassigned to an adviser from the professional year
staff. .

Professional Year

The professional yczlr component of buth the elementary and secondary
programs is the heart of the CBTE programs. At the elementary level there
are four, eight quarter hour courses inty which the modules are divided and
at the secondary level the modules are spread over two quarters, one for ten
quarter houts of credit and one for twelve quarter hours of credit. Currently,
there are 50-100 students engolled in each course.

The fundamental principiNthat underlies the progress of th;xsmdent
through both of the programs is that module achievement, not tirfie, should
be held constant. A student may woik as rapidly or as slowly as he chooses
but he cannot progress to the next module until he hay demonsirated compe-
tency at the prerequisite stage. .

Each course and set of modules is field-based and every effort is made to
ensure that content and practice introduced on campus relate to actual prac-
tice in the field. Anindepth experience required in a school setting where the
student can demonstrate the competencies is required for each set of mod-
ules. At the elementary level all field experience takes place in multiunit
schools since the multiunit school has been designated as the elementary
component of CBTE-CBTE.IGE,MUSE. At the secondary level, students
are assigned whenever possible, to schools which employ team teaching
strategies.

The use of traditional course numbers and credit allocation is observed in
order to provide the University registrar with information compatible with
tke system for recording credit presently in use at the university level. Cur-

ently letter grades are also given for the successful completion of the mod-
ules. The faculty wishes to move to a pas.-fail system of grading as soon as it
QN be arranged within the University structure.
g P R
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Students who do not complete the modules are recycled. When they fail to
complete repeated modules and encounter difficulty with several medules.,
they are generally counseled vut of the program. Currently about 90 percent
of all students successtully complete all modules. '

Student Teaching

A sixteen quarter hour student teaching experience culminates the CBTE -
programs at both the elementary and secondary levels. Since the field-based
professional year modules give the student opportunities to engage-in ac-
tivities which are normally reserved for student teaching in traditional pro-
grams, the student’s final laboratory experience (student teaching) more
closely approximates that of a regular teacher. He becomes «a full functioning
teacher, diagnostician, and decision maker. -

Criterion-referenced chechlists have been developed to evaiuate student
teaching performance These criteria include the terminal performance
criteria of the modules which have been taught prior to the student teaching
expericpce The final determination of whether the student has met the
criterion lists is made by the cooperating teacher and college supervisor on
the basis of data collected using the common criteria.

. . . ~ . t . .
Contining Cooperation and Coordination

In order to facilitate a supportive environment for our students and to
foster a continuing partnership with the schools, the teacher center concept
has been developed. Each Coliege team has a cluster of schools cooperating
in the field dctivities associated with the modules taught by the College team.
Each professor serves as a facilitator to one of the schools in the center.

TEACHER CENTER A
College Team A Multiunit Schools
’ Professor A ..o, School 1
Professor B oo vovvnenivnenn . Schoot 2
Professor C.ovvvneieniin vt School 3
ProfessorD ...ooivvnenan. .. School 4
Professor Eovvenniicinnen s, School §

The College facilitator assumes responsibility for
I Coordinating the field experiences of the career decisions aides, the
professional sequence student and the student teacher.

2. Serving as consultant by attending the.lIC and unit meetings.

3. ldentifying inservice needs of the school. -

Personnel from the centers meet periodicdlly to discuss the field compo-
nents of the modules. the college student's performance in the classroom
and the refinement of the IGE/MUS concept.

Difficulties Encountered in CBTE Development

THe myjor difficulty encountered in developing the programs was finding
ways'to involve all faculty who would ultimately be required to teach in the
CBTE programs Due to the dynamic leadership of the Dean, the faculty
finally determined that they had best help shape, their destiny and they
worked diligently and far above and beyond the call of duty to develop the
programs. "
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The following are areas in which we are still seeking answers.

What are the skills and competencies which are most important for
tedchers to have? . » :

2 Whdt are the generally agreed upon knowledge, performance, and
produdt criteria essential jn CBTE programs?

3. How are the criteria identified?

How are the criteria evaluated? \
How can teaching behavior and pupil leaning be assessed?

How can a CBTE program in all its complexity be managed?

How can the program bebest evaluated and by what criteria?

. Are we preparing better teachers in our CBTE programs than the ones
we trained in the old program? .

The:e. we believe, are not insurmountable problems. We have developed
an extensive evaluation model which when put into operation will aid us
in acquiring the answers to these and other questions. Additional funds are
needed in order to make the evaluation design operational. We believe that
our present implementation efforts are merely our best approximation of the
ideal program which was originally designed. Through a series of-successive
epproximations we will ultimately reach the ideal. In the meantime, we
continue to strive for it.

on JO\'A'&‘-

In Retrospect

If we were 1o go back and redesign the University of Toledo’s CBTE
program based on what we have learned, there would be very little changed.
The stages which we went through were important because the program
‘needed to evolve as the faculty's program and not as a curricular design
imposed by the administration. Those who are ultimately going to be af-
fected by decisions must be involved in the decision making. Such was the
case of faculty involvement in the development of the University of Toledo’s
CBTE programs.

Unlike traditional teacher education programs, CBTE programs are in a
constant state of becoming. When program revision stops and programs
cease becoming, the demise of CBTE will be near.

+ -
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= Bowhng Green State University

PROCESS TO PRODUCT: A COMPETENCY-
BASED TEACHER EDUCATION PROGRAM IN
STUDENT TEACHING

Establishment of the Bowling Green State University Competency-Based
Student Teaching Program appeated as the result of logical process through
wlentification of teaching skills during 1¢vision of the student teaching evalu-
ation form The development and use of the competency program resulted
from attempts to describe more effectively and efficiently the abilities re-
quired of the prospective teacher.

Beginning and unknown artists must present théir works to make a sales
The architect must prove ability in design and planning for construction
before building can begin. The physician must exhibit the necessary shills to
begin practice. and logic provides that the beginning teacher must exhibit
evidence of competency in teaching befure being allowed to teach as a
professional. The obstacle confronting many programs has been —* What
evidence? The question in actuality is—""What evidence, for whom?*” The
chargg in the establishment of the BGSU program was to mahke basic deci-
SIONS on:

1. What competencies will be delimited and evaluated?

2. How will these competencies be evaluated?

3. Who will receive the evaluations and for what purpose?

[t was assumed the evaluations would be conducted by the cooperating
teachers fromsthe schools and the Clinical supervisors from the University.
Needed were guidelines for all concerned. the student teacher., the cooperat-
ing teacher. the University clinival supert isor and the prospective employer.

Dovclopment of Basic Competency Areas and Performance Objec tives

Of,primary concern in the development of basic areas of competency and
performance vbjectives for student teachers was the establishment of a con-
sortium of interested and representative parties from all aspects of the af-
fected populattion Discussions were held with teachers.” student teachers.
school wdministrators. placement officials. methods instructors and student
teaching supervisors It appeared quite evident that an unhimited number of
performance objectives could be written for the multi-faceted experiences
avatlable as a teasher A basic premise was aceepted by all concerned that
objectives should te limited in number and be representative of the basic
skills expected of  beginning teacher. Placement officials and adminis-
trators provided valuable input in describing those skills and characteristics
they acere seehing in the prospective teacher. A determined effort was mau2
to e.tectively describe what the prospective employer wanted to know.

After an extensive review of the literature, including findings from
rescarch.' """ the nature of teaching,** ™ * and theories of learning.? ' ¥ a list
of abjectives was formulated which represented a global approach to the
establishment of a competency vased student-teacher program. \

Q- Reference to the literature was of considerable help in defining basic com-
ERIC | 19
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petency areas and in providing reasonable limitations upon the.competencies
seleeted and developed by the consortium, /211113 ¢

As a result of the many inputs. six basic areas of wompetency were chosen
to be evaluated. They are:

(1 Human Relations Skills

(2) Communication Skills

{3 Plarning for Instruction

() Instructional Techniques

(5) Evaluation

(6) Subject Matter
The first five areas were designated as applicable to all student tenchers. The
chemistry teacher needs human relations shills as well as the elementary
teacher The social studies teacher needs ~ommunication shills as v ell as the
physical education teacher. The sixth area, subject matter. 1s the point of
diserimination and individualization in that it appears there are some skills
the physics teacher needs that the English teacher does not and the ¢lemen-
tary teacher needs some special skills that other areas do not, and so on.

In order to establish the competencies for subject matter, a number of
meetings were held to provide interaction between public school teachers.
university methods instructors and student teaching supervisors. The

. strategy was as follows:

(D establish a list of skills unique to the subject matter area.,

(2) write the skills on performance terms.

(3) determine various methods of measurement of the shills as described in

the performance objectives.

Performance objectives were written in the basic competency areas, 1pclud-
ing the subject matter area. by a variety of individuals pooling their ideas and
perceptions of the needs for a beginning teacher. The number of objectives
was limited. intentionally, to inciude from § to 12 for each area. Each compe-
tency area is, however, open-ended and an agreement bclween_lhe cooperat-
ing teacher, the student teacker, and the university clinical supervisor can
expand or reduce the performance objectives to satisfy the unique circum-
stances of the assignment and the goals of the individual student teacher.

Figure 1 shows the performance objectives in five of the six competency
areas as they appear on the student teacher’s evaluation form and Figure 2
shows the first and last pages of the form, which deal with summary state-
ments on the competency areas.

Modules -t
Students begin student tea:hing with a variety of skills and experiences at
their disposal Some face the necessity to complete an established perfor-
mance objective with limited or no experience. To provide assistance or
reinforcement for those students, learning modules were produced for the
performance objectives. The modules are of different varieties. Some are
pre-test. post-test modules, some descriptive, some explanatory, however, (
all modules were produced to allow completion within a one to two hour i
. limit A long and extensive module may be well conceived. but if the student
does not complete =, it has little value. Two basic assumptions were made
for use of the modules: (1) all students are not required to do all modules.
The student would complete only those modules for performance objectives
Gwith which he needs help. (See Figure 2.) (2)-the modules are used on an
ERIC Gt
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Figurﬂe 1.
Performance Objectives

AC -»—Au.cpl.iblc. ANl—Acceptable Needing lmprovcmcnt.
U~Not Acceptable or' Unsatisfactory

COOPLRATING TEACHLRS ANDY CLINICAL SUPERVISORS. Please refer to the
BOGSU Couperating Teaches Handbuok fun suggested methuds of measurement of perfurntance
objectives

EMPLOYERS. Please see the student teacher s credenual purtfuliv fur mure detuled exam-

ples of the student’s performance in each of these comp«.tcnc‘;

tw

S Uses verbal

. Human Relations Skills

1 Fxhlblls cooperation and rapport

with students, faculty. peers,

2 Exhibits sense of responsibihity

and dependability.

3 Exhibits enthusiasm and warmlh

in the student teaching experi-
ence.

4. Acts as a professional educator.
ﬁ

. Follows specific rules and policies
of the school.

Uses effective methods of control
and disciphne.

7 Displays sense of humor in the

classroom.

& Demonstrates good housekeeping

habats,
1. Communlcation Skills

I Wntes clearly, legibly, and in an

S N

e 1.

areas.
rovides for 1adividual differ-
ences among pupils lnlplanning.
Plaus a variety of teaching
strategies.

Provides evidence of command of
up-to-daie subject manerinforma-
tion. -~

IV. Instructional Techniques

«wo— L. Secures pupil

orgamzed manner on: .

1. the chalkboard

2. students’ papers

3 duphcated matenals
Constructs, when applicable, bul-
letin boards or display materials.

1 Shows ability to operate various

types of AV equipment, a~d uses
AVn the classroom,

4. States orally clear, concise direc-

trons and instructions. f
questioning tech-
niques in vanous grouping pat-
terns.

Uses effective non-verbal ¢com-
muiucation techniques.

7 Uses a vanety of voice projection

techmques.
{11, Planning for Instruction

Formulates daily written lesson
plans.

-2 Incorporutes problem - solvmg

techmques for pupils 1n lesson
plans.

3. Constructs behavioral | perfer-

mance objectives in subject mat.
ter field.

4. Formulates wntten unit lesson

plan |

participation in

class activities. .,

. Organizesrinstructs on one-to-one

basis. in small and large groups.

. Accepts student ideas and opin-

ions.

. Shows flexibility to student needs

and ideas.

. Supplies proper physical mateni-

als for planncd lessons.

. Trensmits personal knowledge or

subject matter lnlo meaningful,
relevant experiences for the
leprner.

. Explains subject materials and

ideas at agersability level of the
class.

. Constructs, interprets, and uses a

sociogram in the classroom, when
applicable.
V. Evaluation

. Constru2ts a classroom test using

a variety of quesiions. -

. Uses a classroom test as a learn-

ing device."

. Makes an item analysis of a class-

room test, where applicable.

. Makes use of and studies ‘the re-

sults of an observational system
for classroom analysis, such as
Flander's Interaction Analysis.

. Uses various methods of self-

evaluation.
VI. Subject Matter: (See Student
Teacher Credential Portfolio for
the student teacher’s performance
objectives in the subject matter
area. Each student teacher com-
pletes performance objectives
unique to the subject
and/sor individual needs.)

individual basis, however, sume of the modules may be used for group stady
duning the seminar. Along with the modules the Field Experienncs Depart-
ment s developing video-tape demonstration clips on the different perfor-
mance vbjectives as performed by student-teachers in the field. These tapes
will be available for viewing by students and cooperating teachers.
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Figure 2.

Student Teaching Summary Report, College of Education. Bowling Green
State University. Bowling Green. Ohio 43403

Last Name - First Name . Initial SS #
Campus Ad:lrcss Zip Code Phone

Fome Ao ' " ZipCode  Phone

Name of Participating School City State Zip Code
 Name of Cooperating Teacher(s) . Grade-Subject Taught
!\iajor(s) (GPA)  Minor  (Overall GPA) Quarter Year

TO THF EMPLOYER This student teacher has been practicing 1n the BGSU Competency-
Based Student Teaching Program The basic competencies have been evaluated duning an
l1-week experience in the schools The student teacher has been held accountable for specifit
performance objectives A general indication of performance 1s given n this report. More
detailed information on this evidence 1s contarned 1n the Student Teacher s Credential Portfolio
and will be supplied by the student at a personal integrview.

TO THE CLINICAL SUPERVISOR AND COOPERATING TEACHER. BASED ON EVI-
DENCE COLLECTED. please write SUMMARY comments indicating the evaluation of this
student teacher in the competency areas described below. Refer to the performance objectives
for the greater part of the information written. Please use short phrases. If written legibly 1n 1nk.
it iy not necessary to type.

- HUMAN RELATIONS SKILLS. (Sense of humor, cooperation and rapport. dependabil
1y acceptance of responsibility . enthusiasm, professional attitude and conduct, effective
~methods of control and discipline., housckeeping habits.)

. -

[y

I COMMUNICATIONS SKILLS. (Writing and oral expression. verbal questioning tech-
niques 1N various grouping patterns, non-verbal communications. vorce projection, ability
to operate AV equipment.)

11 PLANNING FOR INSTRUCTION. (Formulation of written daily lesson plans and writ-
tei unit lesson plan, integration of problem solving techmiques, construction of behavioral
performance objectives in subject matter. utilization of a vanety of teaching strategies,
providing for individual differences.)

IV INSTRUCTIONAL TECHNIQUES. (Pupil participation. flexibility, acceptance of stu-.
dent ideas and opinions. transmission of personal knowledge of subject matter into rele-
vant expeniences for the learner. constructionsinterpretation of SOCIOgrams, orgamizess
instructs on one-to-one basis. and small and large groups planming.)

V. EVALUATION: (Uses a classfoom test as a learning device, uses methods of self-
evaluation, constructs a classroom test usinga variety of questions, makes item analysis of
a classroom test, uses and studies results of an observational system for classroom
analysis.)

VI SUBJECT MATTER. (Also see student's portfolio for objectives unmique to student's .

subject ara.)
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STATE\H-N]S OF PLRCLIVED PROFESSIONAL POTENTIAL AS A BEGINNING
TEACHER: |
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University Clinical Supervisor Date )

: «
The Credential Portfolio-Evaluation Evidence

The Bowling Green State University swdent teacher is required to build a.
vredential portfolio to offer evidence of his competencies to the school ad-
micistrator. It is the responsibility of the student-teacher to gather the com-
pleted evidence and establish a format for presentation of that-evidence at
interviews with prospective employers. Each student-teacher must complete
a portfolio, but the quality of the presentation is left to the individual.

The credential portfolio may contain the following kinds of evidence.

1. The performam.e objectives used for student-teacher's evaiuation,
with 4 rating classification of either acceptable performance, needs
improvement, or unaceeptable plus written evaluation statements on
each competency area from the «.ooperatmg teacher and the University
Supervisor. : .
Written examples of daily and unit Iesson plans, tests, sociograms,
and, or other selected materials applicable to the student’s assignment.
An audio-tape recording of a teaching situation or interaction with
children as pupils.

Modules completed in certain competency aréas. -

A transcript of credits and coursc experiences.

A handwritten report of the field experience by the student-teacher. ™
Results of standardized tests related to teaching.

A video-tape recording of classroom performance.

A summary of pupils’ evaluations of the student-teacher’s perfor-
mance.

10. Photography of bullctm boards, chalkboards, interaction with pupils,
classroom activities. . ]

E ]{[IC L . 27 . - " 23

PAruntext provided by eric .,
M

vJ

P

e Ne s




S

Il Additional portfolio evidence relating to the student’s unlque assign-
ment such as
learning-packets developed by the student-teacher
-examples of pupils® work
mini-course de veloped and taught by the student
teacher in his free hdur .
* contributions made to school -

The credential portfolio. after two years of use. has become a valuable
toolfor the interviewing teacher prospect. Administrators have indicated
positively that the evidence presented is an important factor in the final
decision of which to employ a candidate. Feedback from previous student-
teachers concerning the positive value of the portfolio has filtered back to
current studeng-teachers and the quality of evidence presented is rapidly
increasing Presenting evidence of competence in teaching in those areas
outlined by the concerned population appears a logical part of\geleacher
education process. M

Functioning of the CBTE Student Teac hing Program in the Field

The Bowling Green Student Teaching program includes centers (concen-
tration of 20 to 24 student-teachers in one building with a full-time University
supervisor in residence) as weli as «Justers (student-teachers placed within a /
limited geographic area with a full-time Uniyersity supervisor). The follow-
ing account is that of the program’s functioning in a large suburban high
school center. i

The student-teacher becomes acquainted with the competency-based
program in an all-day seminar the first day of the student teaching quarter.

At this time the supervisor provides him with an uverview of the program,
administers diagnostic tests to check cognitive knowledge essential for com-
pletion of certain performance shills, and distributes modules for those com-
petencies related to activities for the first two weeks of the field experience.
[n this session the student-teacher learns that the program has two pre-
dominant characteristics. (1) focus on the student-teacher learner and (2)
explicit learning goals. (These goals are referred to as performance objec-
tives within the six competency areas. .

The student-teacher during this first meeting formulates his personal per-
formance objectives that reflect his expectations for himself in this period.
These objectives are included in his credential portfolio along with the pro-
gram performance objectives. -

The student-teacher then proceeds through the.ten week program as de- -
picted by the diagram in Figure 3.

Seminars play an important part in the instructional phase of the program
for it,is in these frequent meetings that unfamiliar or problem performance
objectives are discussed and practiced,

If lher{n’udent—teacher is not able to complete the competencies in one .
quarter he can be recycled through the program or shifted to appropriate
course work leading to graduation but not to state certification.

’
-

Cooperating Teachers & Data Gathering .

Familiarizing cooperatirg teachers with a competency-based program in-
volves close contact between the University supervisor and the school fac-
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Progression of a Student Through Bowling Green
State University’s Student
Teaching Program

PN 2

Student Teacher

Enters Receives Enters Demonstrates Completes
Program ? program classroom progrant performance
objectives objectives in objeclives
classroom
' L A A 1
' Shows through Shows through Completes
performance diagnostic test program
weakness in weakness in acceplably
l certain objectives cognitive objeclive
I Finishes -
r Y program—notl
= I : on zcceplable
A
& . }‘“"ks on mm}ules P level—negative
= I R ¥1 lormasteryofa | evaluation
w b SE performance objectlive .
> = A
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] s T ¥
; ° E Y Y
= %= - does not ,
[ é 2 Demonstrates Failes to complele program
5 l o -« objeclive in detpoqslmlc > 1 acceplably—chooses
a classroom objective to be recycled
2|
o Vs amarne v a— W
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ulty. Bi-monthly meetings were held to explain the program, examine the
mudules and present certain supervisu. y techniques to use in gathering data.

Teachers had difficulty making the (ognitive leap between normative and
critenion referents in evaluation. To facilitate this process, in-service instruc-
tion was held 1n the meetings to emphasize the **how’s’” and “‘why’s’’ of the
data gathering process su that teachers could accumulate objective data for
feedback and evaluation to prumote the student-teacher’s progress. Certain
supervision instruments such as Flanders Interaction Analysis, Indiana Be-
havior Management System, and Love-Roderick Non-Verbal Categories
were taught to cooperating teachers to help them gather objective data for
the student-teacher’s analysis and for performance evaluation. The teachers
were encouraged to gather data throughout the quarter on the demonstration
of the cumpetency vbjectives through such means as the above instruments
plus audio tapes, anecdotal reports, verbatim transcripts, and student re-
ports. Data was to be shared with the student-teacher in daily conferences
and with the University supervisur during the mid-term and final evaluation
conferences.

’ 1
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A graduate course, The Cooperating Teacher in Student Teaching: Roles
and Responsibilities, was developed and taught to interested cooperative *
teachers. In the cougse, the cooperating teachers learned the skills necessary
to perform the competencies of supervision as specified by Spanjer in
Teacher Preparation: § upervision & Performance .1

Assessment

The student-teacher's progress. as demonstrated by the successful com-
pletion of each competency area at the minimum level of performance for a
beginning teacher, is monitored carefully and continuously throughout the
. quarter by the cooperating teacher and the University supervisor. Explicit
evidence is used. whenever possible, to provide the data indicating comple-
tion or lack of completion of objectives. Formative assessment. based on

was demonstrated at an acceptable level (as defined in the modules), or at an
acceptable level that needs improvement, or an unacceptable level. Space is
provided on the evaluation form for summary comments as weli as specific
statements about the student's performance in each of the six competency
areas,

Summative evaluation of the program is being undertaken in addition to
the informal quarterly evaluation done by teachers and the student-teachers,
through a research project soliciting responses from pregram graduates
working in Ohio schools.

Reactions

Reactions to the CBTE program after two years of implementation in the
- - field are positive from both the products and the cooperating teachers. Re-
ports indicate decreased tensions for the student-teachers in that the perfor-

-outcomes. It has increased cooperating teachers’ and student-teachers’

awareness of the range of behaviors involved in teaching and has em-
phasized the need to gather objective data through use of supervisory tools

to help promote professional growth through analysis and self-evaluation.

& .
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Phillip L., Hosford
Jach O. L. Saunders
New Mexico State University

INITIATING A ISERFORMANCE-BASED
TEACHER EDUCATION
CONVERSION ON A SHOESTRING*

The record of education is inundated with ideas that became fads or to
which the response was tokenism. Some of the ideas deserved no more than
that In the last decade or so ideas were federally financed'into seven figures
that disappeared when the fisca' well went dry. Sometimes this was.a good
resolution Bandwagons are about as attractive to professional educators as
they are to other professionals.

In recent years performance-based education and even more emphatically
performance-based certification could be labeled as one of the current
bandwagons Certainly, there has been some word inundation. One need-not
exaggerate the time and money involvement in subsidized study. Legisla-
tures in some states have bought a panacea response with statutory decrees.

Basic PBTE Premises

To some it has eemed more important than bandwagons, even more
important than subsidies or real and prospective legislative mandates, to
capitalize the viable educational concepts that seem to be an essential part of
the performance-based or any good preparatory program in teacher educa-
tion. ’ .

It seems more than reasonable that a student has the right to know in
advance of any course. activity or experience what is going to be expected of
him to meet the requirements of that aspect of his preparation. It matters less
that one calls these learning goals, a behavioral objective, a performance
objective or a competency. The important element is the communication of
the desired outcome of experience and if labeling and writing help the com-
munication one ought to try to help learning that way.

Further, it seems imperative, if only to be honest and fair, to tell the
student how, when, where, why, who and what, are going to be used to
measure his performance of the statea requirement. One may doubt that
“‘telling’ is strong enough, for it is necessary to ascertain that communica-
tion has taken place Again, what is chosen to name the methods of evalua-
tion is secondary to the understandings from the outset and effectiveness of
the various devices to measure.

Converting a teacher preparation program to a performance-based pro-
gram is a difficult task for any college of education. Even if the effort 1s fully
funded for a three-year conversion period including monies for a full-time
director, professional faculty time for construction of modules and planning,
office space, secretarial assistance and general overhead expenses, the ac-
tual implementation s achieved only to the degree of total staff commutment.

*Fur our purposes we make no argument as to which of the terms, “performance-based™ or
“competency-based.™ 15 the better or more definitive term. Wenvite the reader to select his
awn preference after he has read the material,
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It 15 the motivation of administration and faculty that is going to move
generalizations to speaific descriptors and initiate change. Evenif there is no
outside funding. this scemingly insurgnountable hurdle need not make the
situation hopeless. One initatory procedure has proven workable at New
Mexico State University and is the subject of this report.

The Conversion Process

The necessary commitment to certain elements of performance-based
teacher education was first demonstiated when the administrative vouncil of
the College of Educdtion recommended that one faculty member be freed
one-half time for one semester to serve as woordinator for the PBTE effort.
This faculty member was given a product assignment described .15 “*sets of
written descriptors of competencies and methods for their eva.uation for
each of the requited professional education courses in vur undergraduate
program.””

Does this sound familiar? The half salary for one semester was made up
from « combination of monies budgeted in the College which ordinarily
would have gone to .esearch. faculty travel and other item,. The same
benefit would be achieved through a regular sabbatical leave assignment or
such procedures as the faculty agreeing to carry the extra half-load for that
semester. .

Some external coeruveness existed since the State Department of Educa-
tiwon had a task force “to explore’™ performance-based certification. but in
iself. this was ¢ known part of the bandwagon scene rather than a real
motivator. Most faculty responded more to educational improvement pos-
sibilities than to other factors when the administrative council decided to
invest its minimal resources 10 such 4 programmatic experiment. The plea
for conversion of all core professional courses in the College to a PBTE
syllabi base with the help of the half-time *consultant’ was generally received
with approval.

With a small office. budget and part-time secretary, the consultant began
his own PBTE update. Sovon after, meetings were arranged with appropriate
faculty members for the varivus courses, beginning with the freshmen intro-
ductory courses in educaw 1 and culminating with the core courses in the
Master of Arts in Teaching «legree.

By the end of the semtster. various degrees of conversion had been
achieved 1n the courses. On the undergraduate level, the progress achieved
worrelated most highly with the degree of personal commitment to the basic
ideas of PBTE of the faculty members involy ed. The faculty and the consul-
tant found 1t was less difficult to convert an on-campus class than the field
based experiences because more variables were involved and the control of
activities were more generalized. Almost every curreat piece of literature
about PBTE reports that 1t 1s easier to describe the required experiences or
the performance desired than it *s to resolve the problem of assessment of
that performance. One surmises that the complexity of human variables, the
proolem of reducing obseryations and subjective judgments to writing and an
implied coeruve constraint of defending procedures causes the evaluation to
move more slowly. In this experiment, the fact that progress continued even
with the assessment obstruction can be attributed to two major factors. (1)
the leadership of the in-house consultant was perauasi»c rather than coer-
me and he constantly supplied reinforcement for minor efforts as he led 1o
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more major accomplishments; and (2) the faculty participants were con-
stantly reassured that the outcome of this stage of development was tenta-
tive and experimental so that they were not irretrievably bound to a com-
Juitment which could prove to need considerable refinement.

Problems did appear during the semester of work. There was both praise

and criticism Each was directed at Both the idea and the responsible per-
sonnel involved But the product herein described was achieved and 1t can
be evaluated.

At this writing the evaluation is that the one-semester product serves best
as an assessment instrument in a continuing process of conversion and im-
provement It will serve as a descriptor, or record of progress, in a dynamic
process which should be facilitated through faculty and adminstrauve ef-
forts But for now, the product may be yiewed as separating Phase 1 and
Phase 2 of the project and one sample of that product will be reviewed as an
indicator of the whole.

A Sample Hustration

The Professional Seminar. Educ. 111, is a one semester hour course re-
quired of all freshmen in the College. Seven different regular professors in
the Departmert of Elementary and Secondary Education were mvolved with
one or more sections of Educ, 11} during the semester of Phase 1. These
professory and the consultant met regularly to discus., argue, hope, plan and
write  The consultant anticipated difficulty in achieving any high level of
agreement among so many professors, but his fears failed to mature because
the facuity had agreed as a group upon the general goals of the course during .
a thorough and general curriculum reorganization accomplished in the pro-
gram A second agreement was readily reached—that no agreement, was
necessary in method< to be used to achieve the goals, that each teacher
could and should select the methods he felt most appropriate to help his
learners achieve the goals. Once questions of methodology were set aside as
personal and not essential to a PBTE based syllabus, the discussion and
work quickly progressed and focused on the remaining and very real prob-
lem of performance evaluation procedures.

Nine performance dreas were identified, and performance evaluation pro-
cedures were specifically designed through faculty involvement. The areas
may be generally described as: (1) wniten English expression; (2) educa-
tional program planning; (3) professional requirements; (4) certification re-
quirements: (5) learning center observations: (6) observation reports to
peers: (7)research of a selected teaching field; (8) analysis of experience and
(9) demonstration of attitudes of interest and participation in his own and
peer learmng,

To illustrate the process, examination of the fourth goal of acquainting
students with the processes and regulations of certification of teachers led to
the following: '

The student will demonstrate his knowledge of salient pornts essential to meet-

Ing state certification requirements by correctly answering five test-questions

selected at random from a package of questions within a 10-minute indi-

viduahized testing period prior 1o pre-registration week.

Fvaluation- The instructor will note the number of tries nceded by the student

to meet the objectives as stated and will complete item 4 of final checkhist,

Given the goal, student pet “grmance objective, and the evaluation proce-
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dures to be used, each instructor is free to develop the instructional proce-

dures best designed tu prepare the studentts to successfully demonstrate the

required proficiency.

The whole guestion of module building was never broached. Module
building is expensive in torms of faculty time and monies and with mited
resources, module building received the lowest possible priority in the pro-
cess At this stage in the process, the tentative evaluation is that modules
may be undesirable because of the tendency fo dictate methddolgy. On the
other ‘hand. tocusing on evaluation pro“durgs forces uonalder.mun im-
mcdmtcl, on the critical area of concern for the student and forees develop-
ment of innovative procedures. Most assessment procedures described 1n
modules and programs to date are limited to performance on written tests, or
atbest are strictly quantitative evaluations pr a coding of teaching behaviors,

In this performance-based ‘course, as seems always to be the case, the
evaluation problems seemed to center around the following.

' How doces one avoid anevaluation that is essentially a sheer quantty of

output.

2. How can the instructor describe lhv.. elements of his professional yudg-

ment so they are clear and definitive,

3. What innovative assessments are relevant and varied enough so sev-
eral aspects of performance can be evaluated.
4. What evaluations are “grade’” oriented and what evaluations are Jdiag-

nostic, or prescriptive andsor motivation stimulants, .

5. How can the student provide data lh.nl are o m.m:fcsl.nlnon of his per-
formance.
. How are pertormance options equated:

How are qualitative and quantitative elements meshed as indicators of

desirable attitudes.

To answer these questions many deviees were used. The most importtant

S e

premise was the student hnew how these variables were evaluated. Peer.

judgments, student products, tactors analy zed by the proft.asor feedback
procedures, number of chances to SU\.\.LCLI opuons in assignments and spec-
ifically detined guality levels were all used ip combination. The student and
his teacher knew the how . who, what, when and where. *** Tystery”” was an
unacceptable element.

Implications

The same foundation of woncepts has been installed in other courses. It
should not be implied that in vne single effort that perfection is ‘uhlcved
With an cffort such as has been described there comes a mandated need to
test, to revise, to speify. to re-design and to remain open to discovery.
Grades 1n the first semester trial showed a tendency to move from a high
skew to u more broad distribution. Instructors said they didn’t have to guess
and give the benefit of the doubt so frequently. Students wiil attend more to
the “*how™ and **who’ rather than the **how much® because they know the
tactors in professorial expectation,

One Key ta comversion to PBTE on a shoestring is proposed here. PBTE
coll serve as one of the most constructive and effective change agents .n
American education if the humanist and behaviorist can agree on the godls
and discuss performances that indicate goal achievement. Arguments stem

mostly trom the means cach would intend to use. We do best to leave the
Q

| 4 *

RIC ' » 3

Aruitoxt provided by Eic:




S T T e e R T e e 5y i, J Sl o Bl S ccsialicnsgat Canielt SR

means to the good judgment of the individual instructor based upon his own
self-knowledge Each should be trusted to conduct the instructional periods
ip accordance with his own style because then each will succeed in helping
the greatest number of learners achieve the desired goals to the greatest
possible extent. So it should be for any two people who teach in a good
PBTE program—even one on 2 shoestring.
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Carohine J Gillin
USOE Teacher Corps - .

COMPETENCY-RASED TEACHER EDUCATION
IN SMALL COLLEGES AND RURAL AREAS

Too often educators get the feeling that new ideas and innovations have
better opportunities for success and implementation in larger universities
and in urban areas. It may even be that this is used as an excuse not to test
these ideas and innovations in small or rural areas and to await their im-
plementation, success or failure in the urban areas.

But upon observation it is readily apparent that the smaller schools are
microcosms of the larger ones and. therefore, can be excellent testing
grounds. In fact, because of the size of those rural schools and smaller
colleges, they might logically be more efficient as pilot sites for new 1deas.

One such idea is competency -based-teacher education (CBTE). There 15
no element of CBTE that cannot be implemented in a small college or rural
area.

Since there are not as many persons in any one departmeat or school, it
may be easier to bring all parties together. The pedagogical grapevine 15 not
as complicated and so communication may be easier. [ say “may’ in both
statements since there is no guaranteed collaboration or communication
anywhere.

If this is so in the college, communication is probably even casier in the
local small or rural schools. These educational personnel not only work
together, but most likely live within the area. If the proponents of CBTE use
these channels effectively. the sites for field eaperience and efforts of col-
laboration with the schools may be more easily established.

Although the local communities are often left out of educational innova-
tions, it would seem very important to include local people in the develop-
ment and implementation of CBTE. The idea of competence makes a lot of
sense 1o lay persons and they can become allies and proponents of the
system if they are properly involved. )

And, if we accept the premise that CBTE is a system that used properly
can equip teachers with the skills they need to assist children to take their
place in a complicated modern sudiety, then it becomes a necessity to use it
in rural and small schools whether or not they are seen as appropriate mi-
Crocosmic settings.

Is there some special formula for implementing CBTE 1n « rural or smail
setting” I think not. What must be done in larger places must also be accom-

- plished in rural and smaller areas.

Perhaps these commandments of CBTE with their emphatic shall’s and
shall not's best relate what needs to be done or avoided in order to have a
CBTE program.

1. Thou shall have a person (or cadre of persons) w.v understands CBTE
and is committed to its implementation.

2. Thou,shall use sound theory and data to prove to your associates and |
public that no other known system for training teachers is as comrehensive
and as viable as CBTE. |

3. Thou shall niat develop a quasi-CBTE program, but strive to,develop

o™ that incofpordtes all the elements of CBTE. behovioral learner objec-
« s
ERIC o 33

Aruitoxt provided by Eic:




| r— EE e S AR ettt O PRI R A 2

tives, specification of pre- and post-measures, appropriate modes of instruc-
ton (all of which shall be made public).

4 Honor those who have made strides n CBTE. Read and ponder well
what they have done. Do not insist on reinventing the wheel,

§ Thou shall not kill the spirit of CBTE by using it in a dehumanizing
manner.

6 Thou shall not commit adulteration by mere transformation of courses
into modules, but thou shall see CBTE as a system and thus weed out
duplication and irrelevant material.

7 Thou shall give proper credit to those disciples of CBTE whose efforts
now make your work easier.

8. Thou shall not decry those who have not seen the light, but by your
patience and hard work prove CBTE to bs a viable alternative to today's
operational teacher trairing programs.

9. Thou shall desire to use all that the leaders of CBTE have prepared.

10 Thou shall desire to have all that can be used for the implementation

; of CBTE and begin to previde for these in your budgets, .

. An cleventh commandment whichinsists on participation of local school )
staffs and community persons with college personnel can be vitally impor-
tant to a dynamic beginning and continuation of CBTE programs,

Very simply, one begins @ CBTE program in whatever department of
education it seems most likely to succeed. However. the *shalls™* of plan-
ning. studying, communication and testing are critical to its development
and suceessfut continuation. Continuation is used rather than a word imply-
ing a finished product because if CBTE ever becomes a finished product.
then it has ceased to be the open system which characterizes it as subject to
adaptation and revision.

Although the small or rural institutions may not have all the resources of
larger institutions, their communication and collaboration of efforts may be
cavier, thus making implementation easier and perhaps more effective,

The best way to begin a CBTE program is to begin. Only then can the
problems and successes begin. It is probably dest to start small and then
branch out However, the extent of local readiness should be the base for
how widespread the beginning should be.. To do little couid defeat the pro-
gram. and to start too big could be unmanageable and, therefore, cause the
program to collapse,

But if there is solid commitment to CBTE. plan well. have your resources
available and well studied, and begin. If you plan and operate openly and
henestly. your greatest supporters will be the students of education who
have been so vocal in denouncing irrelevant. repetitive material in education
courses and the lay community who want the best education possible for
their children If teachers are trained in CBTE programs, and 1f it holds true
that teachers teach as they're taught, they will use a competency-based- -
system for their own teaching, and their pupils will reap the benefits. If
schooling can be made more effective, then all the trials and tribulations of
implementing a CBTE program become a success story.

Q
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Michael P. Wolte )
Phillip W. Bugg
Central Michigan University

PERFORMANCE CONTRACTING FOR
STUDENT-TEACHERS

One of the major problems that a teache. trainer must resolve is the
"evaluation of the student-teacher’s competency in terms of its effect upon
changed pupil behaviors. All too often, student-teachers are evaluated only
i terms of ““teacher-lihe™ behaviors, not in terms of direct effects upon
learning as a result of those teaching behaviors.

McNeil says—

. Teaching has been an ascribed profession. Teachers were vaiued for dise
playing vertwn quabtics, ranging from kinda of language to specifications of
handwriting. tonc of voice, and manner of dress. whether or not they achieved
results.

He continues—

It s becumung essential to note the consequences of procedures and personal

yualities upon Jearners, 1f the learners are not progressing as desired. the

teacher has not been suceessful even if he meets a. ., ibed requirements.’

In respunse to this problem. the authors have developed an evaluation
model which ducuments student-teacher effects upon pupils through the
fulfillment of & mini peformance contract. This contract was designed to
seive as o cummunication vehicle between the student-teacher and teacher-
traner. It defines. in operational terms, exactly what the student-teacher
must produce in terms of pupil learning, the conditions under which the
teaching-learning is to veeur, and the specific criteria that must be met.
Behavivral ubjective writess will immediately recognize that this contract
operates functionally in the same manner as the classic objective.

In designing this contract. the authors wanted to guarantee that three
»ssential ingredients were included. (1) that successful completion of the
contract thence, student teaching) was based upon pupil scores or achieve-
ment (including positive affect) of specific pupil objectives, (2) that the re-
soufces available to the student-teacher (e.g., time, materials, aides, etc.)
were clearly identified and ackngwledged. and (3) that the specific terms of
the contract were negotiable by bouth teacher-trainer and student-teacher
before execution of the contract. .

This last essential was deemed necessary because a ground rule for per-
furmance was that once the terms of the contract were agreed upon, they
couuld nut be choaged. This rule was to emphasize to the atu&’eqt-ledcher the
importance of Lyving up to professional responsibilities, and to lend rigor to
the evaluation. ’

The countract has gone through several revisions. The version presented |
here is a more specific version than earlier ones and additivnal refinements
are stili expected.

The student-teacher performance contract reads as follows:

PERFORMANCE CONTRACT FOR STUDENT-TEACHERS®

TIME: When the teacher trainee submits himself for pre-
certification competency evaluation, and . . .
Q
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CONDITIONS:

PERFORMER:
BEHAVIOR;

v

OBJEC:I‘ OF
BEHAVIOR:

CRITERION
FOR SUCCESS:

MEASUREMENT - ..

TECHNIQUE:

. . is given
the mandate fo teach 25 learners*
the subject matter content described as eighth
grade unit on punctuation

3. within a period of four weeks (weeks, days,
hours) .

4. with access to the following materials and
equipment: grammar,g-xt, programmed mate-
rials on punctuation, teacher prepared hand-
outs on punctuation and unipacs

5. with access to -the following facilitics:
classroom, library study carrel

6. with access to the following persornel (aides,

graders, assistants, etc.) peer tutors, cooperat-

ing teachers . o

tQ:—'

. . . the teacher trainee

- will carry out those planning and teaching acts
(organizing, curriculum selection, objective selec-
tion, test construction, materials selection, design,
production, motivating, counseling, tutoring, etc.)

. .. for thé creation and operation of a specified
learning environment'. . . >

.

such that significant learning gains for all

"named learners can be documented and attributed

to that instruction in terms of the following criteria:
1. 80480 criterion level where 80% of the students
achieve a test score of at least 80% of the punc-
tuation mastery test T
an indication of successful provision Sor indi-
vidual differences by negatively skewed post-
test score distributions
3. «a no-change or a positive-change in attitude

toward .

a) subject matter content

b) instructional method

¢} instructor

(28]

. as measured by .

L. teacher trainee constructed pre- and post-
criterion achievement tests

2. learner attitude survey

*ltalicized material is specific to a given student and is given here as an

example.

Contract Elements

¢

The elements of this contract are intended to be open-ended®in order to
offer each student-teacher maximum flexibility in adopting this instructional
model to a unique teaching situation.

36
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For example, the time of the semester that the student-teacher opts to
initiate this contract oceurs when he demonstiates that he has developed the
speuific teaching \.l)l"pt.[t."\.lt.b for successful completion of the enure con-
tract The authors pt.l’\.t.lh. this pt.rtorm.mu. contract as ¢ way to fuse all of
the specific bits and pieces of prior expenences into a complete model of
istruction and have critenion measures to evaluate the relative successes
achieved with pupils.

The conditions of this contract must also be open-ended. Since our
student-teachers work in diverse |0\.dll0n3 such as rural, inner-city. and
suburban schuols. the conditions must be seif-selecting in terms of specific
numbers of learners, content, time allotted for in.slruclion. resources,
facilities, and personnel. In addition, these conditions dictate different
teacher styles and behaviors as well as different criteria selected for demon-
strating mastery learning.

The student-teacher has total freedom and rcsponslbllny for planning,
implementing and evaluating his contract upder constramts imposed by
Kibler. Barker, and Mile's, General Model oflmlru( tion.?

This model is used to guide the student-teachers throug,h the major steps
for designing and implementing an instructional unit and to provide «a
framew ork for observing and anal)zlnuhc instructional process.

Brietly. this model calls for sdeu.ung,\v Classifying, analyzing, and specify-
g instructional objectives. Su.ondly the modcl prescribes a pre-
assessment phase to determine what pupils already, know. or cap do,
whether they have necessary prerequisite behaviors for this unit, and what
instructional pracedures could be prescribed for each student. Thirdly, fol-
lowing preassessment and any necessary adJualmcnls in objectives, the in-
structional procedures are implemented. They consist of materials such as
texts, tilms, handouts, ete.. and the fusing of such materials into a teaching-
Igarmnb strategy such as inquiry, contracting, unlpau.s or simulation ac-
tivities  Lastly, the student-teacher evaluates the pupils to determine how
suceessiul the instruction was in achieving the unit objectives. The feedback
diraension of this model enables the student-teacher to analy ze and interpret
the relative success of pre-stated instructional intents.

Advantages

The mini-performance contract has « number of advantgges. To begin
with, the contract contronts the student-teacher with the whole responsibil-
ity of instruction, not just some isolated .ur fractional part. The student-
teacher must plun dulbn. and implement instruction, then he must evaluate
the effects of instruction and relate the results to specific planning, design.
and lmplumnung, decisions.

The mini-contract focnses upon certain aspects of instruction that effect
teaching learning suwcess, but which are often not dealt with in the student-
lg.uhing experience. For example, the student-teacher must consider the
existing conditions which may facilitate or debilitate learning. These condi-
tions include the number of students to be taught, the mherent difficulty of
subject matter, the amount of time that can legitimately be allocated to the
lesson, and such mundane items as space., desks. supplies, learmng materi-
als, and »o on. Making the student-teacher identify and allocate resources
does tend to help the student teacher become aware of the whole learning
cnvnmnmcnl and its effects.
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One of the tremendous advantages is that the contract allows for great
T flexibility of teacher role and style. The contract seems suitable for all situa-
t.ons wherespeeific pupil outcomes are intended and planned, or for which

student evaluation is based-upon specific criteria: - ... . e

In the same view, the contract allows the student-teacher a measure of ——
freedom and professional judgment in setting performance criteria and
evaluation requirements. .Both teacher-trainer and student-teacher may
negotiate items of the contract prior to signing the final agreement. Negotia-
tion may continue until the contract (<flects the appropriate degree of rigor,
professionalism, and feasibility.

For the teacher-trainer, the contract provides a structure and model for
systematically training the teacher. Upon failure to complete the contract,
both teacher trainer and student-teacher may reflect upon specific elements
of the contract, their execution. and identify problems or areas where the
student-teacher needs additional study and experience.

The contract also provides a vehicle through which the student-teacher
can demonstrate and document his own competency and accountabiiity, It
has been found that being able to accurately predict and plan the outcomes
of instruction beforehand tends to build professional Jjudgment and confi-
dence in the student-teacher.

Finally. and perhaps most advantageously, the mini-contract helps the
student-teacher to focus upon the terminal effects of a planned learning
experience—that is, the resulting pupil behaviors as a consequence of
teacher behaviors This alone may do more to encourage self-examination
and professional growth than other teacher-training activities.

Disadvantages

Unfortunately. the use of the mini-performance contract has a few disad-
vantages as well as advantages. The use of the contract is sometimes per-
ceived by the student-teacher as restricting his freedom of choice and as
being somewhat mechanical. To a degree, this is true. The student-teacher
must document his own effectiveness in attacking an instructional problem.
There is no denying that the student feels the pinch at “*having to deliver."

The contract does not directly provide a means for assessing the other
noninstructional roles and functions of the teacher such as counseling, pro-
fessional service, and the like. Other ways and means must be used by the
teacher trainer to adequately evaluate these qualities.

And finally. the mini-performance contract sometimes requires the stu-
dent teacher to perform to higher standards than the cooperating teacher
with whom the student-teacher shares the teaching responsibility. As a con-
sequence. the student-teacher may feel unfairly imposed upon and the
cooperating teacher may feel criticized or a measure of implicit censure.
Obviously . this problem must be worked out with the individuals involved.

Advantages and disadvantages weighed, the mini-performance contract
still proves to be a useful instrument in the training of teachers. Undoubt-
edly, many refinements are possible, but in an age of teacher accountability,
competency-based instruction, and criterion-referenced testing, the muni-
performance contract can do its part in helping student-teachers meet these
new demands of professionalism.

-
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Rabert C. Hatlield ‘.
Michigan State University

EVALUATION OF TEACHER COMPETENCE
BASED ON PUPIL BEHAVIORS i

The movement to change teacher education brought about by develop-
ments in competency-based programs is creating a need for redefimng and
reordering the procedures for evaluation of teachers. The current state of
uncertainty in evaluation is partly due to this prevailing need, partly to the
current state of research. partly by conflicting philosophical issues, and
partly by the influence of past prucedures. The need, therefore, seems read-
ily apparentthat new directions or new dimensions are crucial. In this paper
the general model suggested by the AACTE. CBTE committee is not
changed except to extend one dimension and to add a new dimension. but 1n
our opinion significantly alters the focus of that model and of the procedure
for selecting teacher competencies. .

Cooper and others! describe the gencral areas for teacher evaluation as
including (a) knowledge, (b) performance. and (c) consequences (ot prod-
uct) The sequence of these levels of evaluation has served as the basis for
many attempts to establish better and more Jdefinitive efforts to write evalua-
tion procedures in the burgeoning CBTE programs. It is our intent to focus
on the performapce area of this model and to add a dimension which in effect
might be placed between performance and product when performance rep-
resents the teachers performance and product represents pupils. ~

Medley® reports a new model for formulating research and evaluation of
teaching which includes the dimensions of: '

(1) teacher attitudes

(2) teacher education program

(3) teacher performance . ’ ‘

(4) student behaviors

(5) student learning

It is the dimension of student behaviors which we have focused on for a
period of time in an effort to clarify evaluation procedures and to build a
more solid base for the development and evaluation of what are commonly
referred to as generic competencies. By substituting, in the Medley model
just stated. the dimension-of teacher knowledge for teacher education pro-
grams an ordering of different levels of evaluation .of, teaching becomes
possible We do notintend to exclude the areas of teacher attitudes, teacher
knowledge of pupil learning as meaningless because our suggestion 1s that all
of these dimensions are crucial in the overall évaluation of teacher compe-
tence Our purpose. however. is to refer only to the teacher, performance and
student behavior in the hope of providing some new insights for the de-
velopment of competencies and their evaluation related specifically to these
areas. . .
The student behavior to which we are referring is the situation where
students are interacting with the curriculum in a particular environment. It 1s
at this level that we believe the teacher ‘and student meet and where the
teacher is facilitating the learning of a student. The focus here. however, 1s ,
on the student and how the student is interacting and responding to. the
interaction instead of just w hat the t¢ cher is doing. Consequently the evalu-
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atton of a teacher is pnshed into the realm of student be havior though not yet
to the extent ot evaluating the learning which takes place. Medley ' suggests
that this interaction between student behavior and student learning can be
explored to identify more exactly, than we can currently. We could then
postulate which behaviors might be most conducive for which students and
for which specific types of learnings. At the same time. this dimension
suiggests that instead of looking directly at student learming as a basis for
generic competencies one can look to student behavior as key to the
development of competencies which can then be related to student learning
by research studies of a more controlled nature.

Looking at the other dimension of the model. teacher performance. com-
petencies can be taught which will produce the desired types of student
behaviors and the teacher can be evaluated on the basis of producing these
behaviors not just demonstrating the skill. Again, the evaluation is not fo-
cused on whether the teacher can produce siated student learnings, essen-
tially a composite of all things the teacher does. but on a step between
.teacher performance and student learning. |

A deeper look at this dimensior, of student behavior will provide a better
idea of exactly what our meaning represents. The basic postulation 15 that
students learn as they interact with the teacher. other individuals, with
media und materials, and with various other experiences. It is. of course, a
basic premise of Dewey's* that the experience does count in learning and
although the teacher can influence this experience. dlter it and help maintain
mativation and momentum toward ‘learning. it is the student who is learning
and is going to derive whatever makes sense to him from the interuction
which he is experiencing. Aspy* has some evidence that as this involvement -
i iatensitied with more application and interest greater student learning does
occur Henderson and Laaier® refer to the influence that teachers exert n
this environment and the teaching process suggested by several individuals
such as Dell*. and Kibler* and others is based largely on the premise that the
teacher manages the situation and an effectively influence learning using
certiun techniques or practices which alter tiis frameworh. Consequently,
‘there is the possibility that this dimension of the model may lead to determin-
ing teacher competencies and serve as o source for teacher evaluation. The
two assumptions we are making. therefore, are that certain types of siudent
behaviors (or interactions) are productive in student learning and can be
identified and verified through research, and that certain types of teacher
performances will relate to the creation of these student behaviors and these
in turn can be identified and verified through research. By focusing on the
interaction between each of these dimensions and not crossing from teacher
performance to student learning for instance as indicated by Medley? re-
search may become more useful. :

Beginning from where we are now and the kinds of compelencies gener-
. "ally being suggested it is possible to suggest a few of these student behaviors

in order to initiate further study and rescarch. It also is understood that we

are talking about an area referred to as geperic competencies which are
considered beneficial to most types of teaching situations and important for
most teachers to learn. ’

Exuamples include:
(1} students being supportive and cooperatiye
- (2) students being attentive to cluss uctivities -
. Q
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(3) students participating in verbal interaction

= ) students following specific activities to completion

(3) students using media and resources for study

Such behaviors can be influenced by the teacher. and there is some accept-
ance that these types of behaviors aid students in learning. It also appears
possible to develop instruments to evaluate teachers’ efforts to develop
these types of interactions, and they are focused on the student rather than
just looking at what the teacher is doing. It is our opinion that these types of
interactions represent what a teacher can actually generate in the learmng
process to facilitate student learning.

To further elaborate on how this idea fits into a teacher education program
let us look at some possible teacher skills all of which mught help to develop
students being attentive in class activities. These include. use of designated
conference techniques, technigues for controlling disruptive behavior of
students, and managing overall activities in the classroom. In evaluating
these types of teacher skills at the performance level two approaches could
actually be used and perhaps should be used. (1) to see if the teacher actu-
ally used the technigues recommended (this might be done in a more control-
led and simulated situation), and (2) to see if the teacher in fact achieves the
purposes of the technigues such as a technique in vonferencing where you
confront the student who is not candid about a particular issue, The teacher
is evaluated not just for using the technigue but on whether the student 1s
actually confronted in a meaningful way and responds to that confrontation.
This does not mean, however, that the student alters his behavior as a result
of the confrontation. but only that he responds to the technique used by the
teacher. ; .

Fvaluating the teacher at the student behavior level would require one to
determine if the students actually become attentive to the activities. This
level of evaluation represents an extension of teacher performance and in-
cludes a more comprehensive evaluation of the teacher for several skills and
indicates the teacher’s success in influencing student behavior.

A complete teacher education program would provide a sequence of ex-

“periences and situations in which all of the suggested levels of evaluation,

with necessary prior preparation, would tahe place but would 2t this **stage
of the art™* focus more on the performance and student behavior levels when
determining if a teacher is competent to practice.

Using this idea the' selection of competencies for a teacher education
program would be to identify. based on the limited research and assump-
tions. those skills, et . best judged to produce the desired student behaviors.

As a means for implementing this idea in a useful manner it is necessary to

_look at another concern in teacher evaluation, that of assessment and evalu-

ation being two distinct activities. The assessment activity is one of being
descriptive of a person’s work without placing a value judgment on it or
indicating the level of quality needed to be successful. Evaluation 1s when a
value judgment is made about the quality of work. By looking at evaluation
as including these two dimehsions the whole procedure of evaluating teacher
performance and student behavior becomes much more realistic. For exam-
ple. instruments can be developed to record what is happening 1n regards to
any particular aetivity by the teacher or student. conferencing can be used to
ontain information, and products developed by the teacher and students can
he collected and analyzed, and all of this can be done without placing judg-
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ment on the guality of the data fiom any of these sources. By developing
these ty pes of insttuments and by sceunng data from peers, self, students,
and supervisors it becomes possible to establish standards given the con-
staunts of @ ven situation and the use to be made of the assessment data.

An additonal component in the evaluation process at the performance
levelas the degree of specificity at which the evaluation is applied. The value
of putting together a competency which will be formally evaluated and that
represents a significant teacher practice can be very meaningful whereas the
evaluation of very specific shills which are then evaluated separately can be
very mundane and without purpose. An example, for clarification, is to
develop a competency such s, to facilitate interaction in a small group so
that all membets are patticipating in the wask. Ananalysis of this competency
wonld indicate that several enabling objectives are necessary if suceess is to
be demonstiated. Some of the more specific enablers should indude. to
danfy responses made by students, to reinforce responses made by students
who rarely paiticipate. ete. By providing informal feedback and continuing .
ta develop skills on these enabling.objectives. until some mutual agreement
15 attained that the performance 1s satisfactory before being evaluated on the
ovetall u)mpclch\)". insures that the tocus of cympetencies becomes more
significant and adedtitied with the total activitigs of teaching rather than
those which individaally mean very lttle,

Using the procedures suggested in this paper the teacher candidate would
complete the enablers fur a specific competency, be evaluated at the per-
formance levels indicated, id complete those competendies related to par-
ticular student behavior or w mote complete set of competencies after which
he would be evaluated on his siceess at the student behavior level, The next
step would be the effect on student learning if that is desired.

The focus of this paper on student behavior (student interaction with the
curiiculum and environment) as the point of departure in determining com-
petencies and for a magor place 1n evaluation of teachers for certification has
the potential of arifying areas for research in teaching as well as for de-
veloping instiuments and procedures for the evaluation of whatever com-
petencies are developed in a teacher education program. As it is our belief
that the current levels of teacher evaluation (knowledge, performance,
product; have not been sufficiently defined or useful in fostering new evalua-
tion procedures, and that ane of the great possibilities for CBTE iy the
putential it holds o1 more effective competencies and their evaluation it is
crucial that immedrate attention be di-ected to this area.

Selected References

1. Couper, James, Jones, Howard, and Weber, Wilford. **Specifying
Teacher Competencies.” The Journal of Teacher Education, XX1V, No. 1
(Spring. 1973), pp.17-23. ,

2. Medley. Donald. “Research and Assessment in PBTE.™ Talk presented
at AACTE Leadership Traming Conference on Performance-Based Teacher ™,
Education, St. Loujs (April, 1974).

3. Ibid.

4. Dewey. John, Lwperence and Lducotion. The MacMillan Company.
New York, 1938,

ERIC - 43-‘

Aruitoxt provided by Eic:




ERIC

Aruitoxt provided by Eic:

5. Aspy. David Toward a Technology for Humanizing Education. Research
Press: Champaign, 1Il., 1972, .

6. Henderson, Judith and Lanier, Perry. **What Teachers Need to Know
and Teach.”” The Journal of Teacher Education, XXIV, No. | (Spring,
1973). pp.4-16. .

7 Dell, Helen Davis. Individualizing Instruction. Science Research As-
sociates, Inc.: Chicago. 1972

8. Kibler, Robert, Barker. Larry, and Miles, David. Behavioral Objectives
and Instruction. Allyn and Bacon Inc. : Boston, 1972.

9. Mediey, op.cit.




E

Robert A. Roth
Department of Education
State of Michigan

THE RELATIONSHIP BETWEEN TEACHER
EDUCATION ACCREDITATION CRITERIA
AND THE COMPETENCY APPROACH

As the concept of competency-based teacher education and certification
takes hold across the country, there is anever increasing neeu to re-examine
accreditation criteria in order to apply them to these new programs.
Competency-based programs have unique haracteristics which distinguish
them from current teacher education programs. These characteristics and
related issues should be accounted for in approving teacher education pro-
grams for certification purposes. The standards developed by the National
Association of State Directors of Teacher. Education and Certification
(NASDTEC) point out, **A number of States have begun the development of

procedures for granting certification on the basis of demonstrated compe-,

tence. Under such approaches new processes of evaluation of institutions
may evolve.”"!

What is accreditation? Generally, it is a process of approval or recognition
of programs to determine if they meet minimum pre-determined stardards
established by an organization or agency. The purpose of state approval of
teacher education programs is to control and ensure quality of certified
teaching personnel.

As an indication of the interest in CBTE by accreditation groups, it is
noted that national, regional, and state agencies have accounted for this
movement in taeir standards. The National Council for Accreditation of
Teacher Education (NCATE) states that

Curricula for teecher education are designed to achieve explicitly stated obec-

tives These ubjectives are determined in relation te both the professional roles

for which the preparation programs are designed and the behavioral vutcomes

sought.” P
The Feseration of Regivnal Accreditation Commissions of Higher Educa-
tion, in reference to non-traditional programs, requires *‘evidence . . . that
the degrees are awarded on the basis of definite criteria and demonstrated
competency . . .""* NASDTEC recognizes ‘‘the importance of performance
criteria as the basis for teacher education curriculum planning.”**

It may be useful to also define what 4 competency-based program is. Elam
has provided « definition which is now well known throughout the country.
His five essential elements are as follows:

I. Competencies (kpowledge, skills, behaviors) to be demonstrated by

the student are
o derived from explicit conceptions of teacher roles,
e stated so as to make possible assessment of a student’s behavior in
relation to specific competencies, and
e made public in advance:
2. Criteria to be employed in assessing competencies are
o based upon, and in harmony with, specified competencies,
o explicit in stating expected levels of mastery under specified condi-

Qo tions, and
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® made public in advance:
. Assessment of the student's competency
¢ uses his performance as the primary source of evidence,
® takes into account evidence of the student’s knowledge relevant to
planming for, analyzing.-interpreting. or evaluating situations or be-
havior, and :
® strives for objectivity:

The student’s rate of progress through the program is de

termined l;y

demonstrated competency rather th

an by time or course completion;

The instruction

al program is intended to fucilitate the development and

evaluation of the student’s achievement of competencies specified.
If institutions are required to develop competency-based programs in a
strict sense. then the components of this definition could be used as evalua-
tive criteria for program approval.<Other criteria which can be applied will be
discussed with other program types under the general categories defined
later in this paper. It should be noted that programs may ncorporate the
development of competencies yet not have all of the above components.
Fvaluative criteria will vary depending upon program structure and the
components that are state required.

There are a number of approaches one might tuke in the organization of
criteria for program approval. One method is to distinguish between input,
JProcess, and product standards. laput standards encompass faculty, physi-
cal plant, library holdings. and other similar traditional clements. Process
standards refer to participants and their roles in program development and
evalugtion Relationships of participants to ach other and decision-making
processes are clearly identified. Product standards relate to the outcomes,of
teacher education * programs, that is, the competencies possessed by
graduates of these institutions. Standards may be bused on any of these
elements, with specific criteria developed under a particular category. In the
pasi. input Standards have been the predominant mode. An eclectic ap-
proach wtilizing all of these ways of viewing a program may now be in order,
although emphasis in competency-based programs is on product aspects.

In reference to NCATE.Z Standards, Herbert suggests that one should

describe existing programs of various types in terms of the component criteria
provided in the Recommended Stundards and to formulate sets of expheit
standards for each component of all the main types of program. The comjo-
nents ofevery program selected for study confd then be rated . . . by standurds
applicable to programs of that type. . . . It would avoid the need 1o value one
educational philosophy over another. ¢

He urges developing general categories which 4pply to all programs, but to
interpret these categories differently through specific standards 1n order to
account for programs with substantially different philpsophical bases.
Hence. a multiple standards approach based on program types is desired.

A third means of organizing critetia for discussion purposes is to follow
the guidelines of one of the accrediting agencies, and supplement these
criteria with standards from other sources which are subsumed by the gen-
eral area  Specific applications to differing progrum types can also be
pointed out similar to Herbert’s suggestion. Due to the wide-spread use of
NASDTEC standards and their particular support of competency-based
programs, selected aspects of these standards will be used to provide a
means of classifying criteria.
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The relationship bgiwccn ace sudittion and certification is per 1aps o good
puint to begin the analysis. Cnder the broad heading of procedures for

accreditation, NASDTEC standard 1.3.4 indicates, that -

Inasamuch s State accrditation ot approval of teacher education progeams is

dirently reldted to cert fication, cutetia for program approsal and certification

standurds should be nvstually supportive. The extent to which the programs

mectbuth chitenit and certification standards should be the bass for approval.”
Cleatly . if designated competencies we required for certification. the college
program must be accountable fur these competencies and show evidence of
then presence i the curriculum. Similarly, standard 2.3.2, admission to the
profession, walls for “‘evaluation provedures to assess the quality of
graduates when they complete pre service programs and apply foe a recom-
mendation to become certified.”™ If certification is based on defined com-
peteaees, then the application for certification should be judged on the basis
of these competencies, and appropriate evaluation procedures should be
developed. In the approved progiam approach, the institution’s recommen-
dation for certitication should be h.md on the individual’s attainment of
competencics, .

An ¢xtremely impuottant \.unsndu.mon in competency- -based programs is

the nature of the stated competencies. First, what is the scope of these
vmpetencies, do they deal with subject matter, pedagogy, and personal
characteristivs? What s the depth of the competencies, to what level of
specitiuty are they stated? Woaat is the source of the competencies, re-
seasch. theory, practiioners., pupnl objectives and priorities? Puhaps the
must 1mportant question s what is the significance of the competendies?

In reference to retention practicey, NASDTEC stamiard 2.3.3 recom-
mends performance evaluations conducted as objectively and sy stematically
an pussnhlc m order to determine professional competence. NCATE stand-
ard 3.2.2, also n reference to retention of students, ask **what information
other than course grades is used to ¢evaluate the achievement of prospective
teachers? ™ This standard requires specific criteria to agsess academic com-
petencies and peisonal Characteristics appropriate to the requirements of
teaching.

Assossment 1s o key area in the design of competency-based programs,
and assessment of the program and of graduates will be discussed later in
this paper. Adegaate assessment of students currently ensolled in programs
is vital to the success of competency-based teacher education. Pre-
assessment and post assessment on ¢ach module is heavily relied upon. A
key compuonent in assessment is the definitiva of standards of performance
required for cach competency. The statement of competencies is not nearly
as difficult as the determination of the evidence one will aceept that a wompe-
tency has been achieved. . .

Drummond advocates that
The agencies will speaity the hinds of evidence they will aceept as indication
that @ persun has attwned the compeienies desernibed which are believed
necessary fur a person to play o speaified role at a given level. For continuing
progiam approval, agencies will desciibe the nature and the extent of research
conducted to evaluate the validity of the performance critena being applied in
connection with the listed competencics. !

Some states bave already aceounted for several of the above factors. The
1973 program approval standards 1in New York State require a list of com-

T encies, reletionships of the competencies to the role for which certifica-




tlon 15 required. assessment techniques which are public and explicit,
policies for pre-instruction assessment. and resuits of research to validate
program competencies ' Florida has developed competency-based program
approval standards which require that competencies are specifieg, proce-
dures for determining when competency criteria have been met are
specified. procedures for dealing with individuals who do not meet per-
formance criteria are specified. and procedures for designating persons who
have completed the program are specified. 12 ' %
A second important area for any program is its purposes and goals. Under .
organization and administration of teacher education, NASDTEC standard  *
2 1 encompasses purposes and objectives. “"These objectives should reflect
the institution conception of the teacher’s role and should be made explicit,
both in formal statements and in evidence of their practicul application as
teaching behaviors.' '3 NCATE maintains that objectives relate to “‘both
vrofessional roles for which the preparation programs are designed and the
behavioral outcomes sought, 14 Teaching behaviors of student-teachers and
interns should reflect a particular view of the teacher's role and should be
used as evidencethat explicit objectives are-being achieved. This could also
apply to recent graduates of teacher preparation programs. If an institution *
states its conception of the teacher's role, derives explicit objedtives from
this, and formulates possible expected teaching behaviors from the objec-
tives, then this criterion can readily be evaluated,
- In competency-based teacner education, maintaining records and develop-
ing a management system are particularly pertinent problems. Management
of individual-records. the total program, and teaching resources are all sig-
nificant areas. The first area refers to keeping track of individual students as
they progress through the program. The second area encompasses articula-
tion of program elements to ensure factors such as appropriate sequence,
climination of unnecessary overlap, and developing cooperative arrange-
ments for the establishment and maintenance of essential field experiences.
The thud area relates to assembling, developing, and makiag available teach-
ing resources related to the achievement of the specified objectives. In
competency-based programs the necessary resources that must be made
available to students are much greater than in traditiona! programs. Man-
agement of resources applizs to both human and material components.
In reference to management of individual records. NASDTEC standard
2 4 5 requires that **It should be the responsibility of the college to maintain
an adequate system of-student personne! accounting, including a permanent
cumulative record of each student enrolled.'*15
A program which is built around modules and is individualized in this
respect must develop ways of indicating where each student is 1n the pro-
gram, the number of modules completed. the completion time for each mod-
. ule, the number of times an individual has recycled on a module, and other
factors Whenes er competencies are used as a basis fo- 2 program. whether
modules are developed or not. mechanisms for keeping records of com-
petencies achieved by *adividuals should be developed for certification pur-
poses as well as for information for prospective emplovers and program
management In individualized and modular programs the completion of
modules (achievement of objectives therein) are not tied to time cornstraints,
When standard course time assignments are used in the registration proce-
Q Jure. frequently “‘incompletes'* or other such designations are necessitated
ERICw ‘ o
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for grading purposes. Agreements with registrars or other structural ar-
rangements must be devised to accommodate this discrepant approach.
Evaluative critenia for competency-based programs should relate to this
coneern.

The New Yorh process standards for pilot programs require that 4 man-
agement system must be established to provide continuous data for operat-
ing and c¢valuating the program. A management system should also include
methods of utilizing program (process) and student (product) evaluation as a
means of constiwctively changing the program. The regenerative nature of
wompetency pragrams is frequently cited as an auvantage of the approach.
W oodruff relates the concept of gquality control to the management of the
program. He advocates measurement of the product (competencies) which
are derived from the objectives. He maintains that .

It the mewsurements we tahe from our products, are to influence our programs,

then we must have a system for feeding that information back into the pro-

grams, The guahty control function is feasible only 1n a system which is capa-
ble of self correction. Such a system is, in effect, a cybernetic system. whether
ithe . . L one teacher and his Cass. @ whole teacher education program. vreven

4n enitre baccalaureate degree program. !¢

Drummund has made a stmilar recommendation in a list of criteria for
program approval being developed in Florida

The agencies will descnibe the arrangements made for. a) individualizing, pro-

giams by providing feedback to the participants ttrainees and trainers) about

thenr performance. and o) providing feedbadk to the agencies so that program
chinge can oceur.'?

Standard 2.6.3 applies to the service load of faculty. The service load
includes many functions other than regular instruction and should be ac-
wounted for and credited to the individual faculty member. NCATE (2.3.1)
speufies an accounting of “all professional duties and activities of the fac-
ulty in determiming load.” ™ including planning time. In programs based on
mudules. a great deal of ume is needed to develop, field test, and revise
every module. Faculty niembers should be provided ample time for this
d._n.lupmcm.ll process and this should be recognized as equivalent to other

. activities such as publications.

Standard 2.6.3 alsu refers to research and writing as being credited to
faculty load. Standard 1.1 suggests that ““each state department supplement
this evaluation prucess by fostering improvement in . . . stimulating re-
search and inter-institutional collaboration.” ' NCATE standard 5.3.1 asks

What evidence indicates that the institution has, or is engaged in, studies
. andior research to improve its teacher education programs.” ?® One of the
«Otical needs in a competency .1ppro‘u.h to teacher education is the valida-
ton of competencies. Research is also needed on training materials and
procedures related to the competendies. Colleges could provide faculty
members with vpportunities for research on their own programs as part of
ther service load. Collge Lassrooms and cooperating public schools should
serve as field sites for research efforts. Certainly many opporlumtlea could
exot for colleges to meet these accereditation standards and in some way
become invei.ed 1n research efforts which would form the basis of and
improve preparation programs.

Perhaps the most frequently supported criterion for acereditation found in
the literature i the evaluation of graduates of « teacher educativn program.
\'ASDTEC standard 2.6.4, instruction, emphasnzes that:
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the institution will be expected to furnish evidence that instruction 1s evaluated

systematically based on the performance of its students within the nsttution

and later as members of the educattonal professions,
Also. under the curriculum area, standard 1 calls for

A contining program of curriculum e valuation should provide for a thorough
= systematic followup of graduates to determine the adequacy of their prepara-

tion and their competence as public school teachers.2:

NCATE takes a very strong position on this issue,

NCATE standard 5.1 relates that

the ulumate criterion for Jjudging a teacher education program 1s whether it

produces competent graduates who enter the profession and perform effec-

tively. Aninstitution committed to the preparation of teachers engages in sys-

-tematic eforts to evaluate the quality of its graduates and those persons rec- -

ommended for professional certification. 23
These standards further require that the institution is keeping abreast of new
developmients in the evaluation of teacher education graduates, has data on
the percentage of teachers graduating from the institution during the last two
vears who actually entered teaching, and has information on characteristics
of graduates revealed from evaluators. Among other things, NCATE speci-
fically recommends evaluation of professional competencies (leading discus-
sions. ete.), classroom management, human interaction, and professional
activities. 2!

Clearly . the evaluation of graduates based on pre-determined competen-
cies which relate to program objectives would be consistent with previously
discussed accreditation criteria as well as this one. The concept of feedback
to improve the program utilizing data from evaluation of graduates also is
appealing but seldom implemented effectively. In several states, there is a
re-certification process after entering the profession. A performance evalua-
tion during the first years of teaching readily lends itself to the application of
this accreditation criterion. Data collected on the competencies of teachers:
being evaluated for permanent certification could be used as feedback for
program improvement and offered as data for accreditation purposes. Pro-

- gram evaluation by graduates, numbers who achieve permanent certifica-
tion. and wastage from the profession, (but accounting for variables such as
seX. personal situations, etc.), are also appealing as measures of program
effectiveness.

In addition, competency evaluation during the initial years of teaching
provides colleges with an excellent opportunity to become involved in re-
search activities and follow-up studies on selected objectives. This would
notonly aid in determining effectiveness of instructional processes in college
programs, but also in determining retention of competencies. Validation
studies of the competencies are also possible.

The elementary and secondary schools could utilize evaluation of com-
petencies to identify strengths and weaknesses of individuals and develop

~inservice programs systematically structured and individualized. Research
again can be conducted on inservice techniques and relationships between
competencies and student outcomes. The quantitiés of data obtained should
not be left untapped.

One important point should be made at this time in relation to evaluation
of programs through the eviluation of students in teacher education and
graduates of these institutions. A recent conference on CBTE and research
was held in Florida which included many of the top researchers in the coun-
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try ‘The recommendation of this group was Do not use student learning
measures for evaluating individual teachers.”** A distinction was made be-
tween using measures of student gain as a way of validating an observational
measure of teacher competence in contrast to using student gamn as a direct
measure of teacher competence. It has been fiequently stated that there are
too many factors and intervening variables to control in order to Judge a
teacher’s competencies on the basis of student outcomes. Ths relationship
can be employed as a learning device but used as an evaluative criterion 1s
cautioned at this time. ‘

Turner has examined the issue of measuring the product of teacher educa-
tion He has identified six criterion levels. the first of which 15 the most
complex.

I Under criterion ley el one information is collected on the behavior (per-
formance) of the teacher in the classroom and also on the pupil out-
comes which are associated with that performance. This two-part ap-
praisal of teacher performance is conducted over an extended penod.

s probably two years (on a sampling basis).

2 Criterion level mo is the same as criterion level one except the per-
formance period is shorter.

¥ Under criterion level three information is collected on the behavior
(performance) of the teacher in the classroom., {No pupil outcome data
are collected).

4 Under criterion level four information on teacher behavior (perfor-
mance) 1s collected in a restricted situation. such as a microteaching
setting. )

S Under criterion lovel five information on teacher behavior (perfor-
mance) is collected in a simulated situation (probably without live stu-
dents).

6 Under criterion level vix information is collected on the teacher’s un-
derstanding of concepts. or principles germane to teaching. (The
teacher does not actually demonstrate. but explains, answers questions
on a test. or provides other appropriate evidence,)?®

A question related to this is to what extent should a teacher educauon
institution be responsible for its graduates. for how many years. and for what
outcomes” Criterion level three would :ppear to be the most realistic and for
the first few years of teaching only.

Another interesting statement in NASDTEC standards provides for
specification and demonstration of competencies. Standard 2,6.4 provides
that ““instructional procedures should incorporate . . . an opportunity to
demonstrate by appropriate evaluation any learning. competence or previ-
ous experience however acquired.™*? This would, of course. apply to the
demonstration of teaching competencies. If a program has determined what
it is looking for. that is. has specified the necessary competencies, then
evaluation of an individual’s attainment of these is greatly facilitated. The
equating of experiences becomes much more objective since it is the out-
come of the experience that are important rather than the experience itself.
However, one should not dismiss the unanticipated outcomes or those that
are difficult to define, as these may be significant and by themselves make an
eXxperience valuable.

The general standards for teaching majors in NASDTEC require that

kach teaching myjor or field or specialization should be built on a clearly
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formulated statement of the competencies needed by teachers in ths area of

the public school curriculum These competenc tes should indlude the attitudes.

knowledge. understandings. and skilly that are reguired. and the degree of
expertise necessary for a beginning teacher.®s

Fach teaching myor or field of specialization should mclude provision for a

systemativ program of evaluation procedures to determime the degree of the

student’ s attamment of teaching competendies. These evaluation procedures
saould serve as the basis for recommending him for the dappropnate teacher
certificie.** . ]
As indicated in the beginning of this paper, the NASDTEC standards clearly
support the defining of teacher competencies in teacher education programs.
These competencies should be derived from a coneeptual base and a clear
statement of philosophy. .

Other issues have been identified which relate specifically to
competency-based progrim-. Among these are institutional commitment to
the concept (as evidenced by resources. supportive statements, etc.), the
design of instructional strategies tu achieve competencies (including model
performances or protocol materials) and others. As the concept and pro-
grams are further refined. additional factors will become clear and others wili
become increasingly important.
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CURRENT RESPONSES TO COMPETENCY-
BASED. TEACHER EDUCATION

Responses from the profession in regard to competency-based teacher
education (CBTE) programs are diverse. It depcnds upun what article you
are reading. what meeting you are attending. or to whom you are talking.
Some who respond positively in public are not nearly v positive in private,
while there are those who respond positively in private. but who won't
commit themselves openly.

The extreme divergence in views was pomted out in a recent 1ssue of the
Kappun where Rosner and Kay raise the question as to whether CBTE is
really a significant lever for educational reform or merely another govern-
ment subsidized fad destined to failure.!

A substantial number of supporters can be found for either of these posi-
tivns with a large group between these extremes who are lookmg. hatemng,
and fecling their way in regard to their own poamon Many institutions
which accept the concept of CBTE seem to be waiting for more empirical
evidence of its value. more opportunity to visit exemplary programs, and
more time in vrder tv mahe necessary changes i in their own vrganization that
would be necessary for success to be enhanced.

While many institutions are involved in the **wait-and-see™” status, there is
a4 growing number committed to CBTE and mo»mg with deliberate speed to
establish operational programs.

Responses Supporting CBTE

The issue of CBTE has fucused a great deal of attention on teacher educa-
tion recently. In w very short time the idea has grown from the coneept level
tu . myjur muvement across the country. It is one major educational move-
ment that has desveloped from “within™ the ranks of teacher education
rather than as a result of some outside influence. Most professional
educaturs would .:gn,c that teacher education institutions need to make
<hanges in vrder to improve their programs and CBTE has been visualized
as a means to achieve needed reform.

The movement to shift teacher education to CBTE and to utilize this
approach for certification of teachers began about five years ago. Since that
time it has experienced tremendous growth. Responses to a questionnaire
submitted to all fifty state departments of education by Melvin Villeme, of
the University of South Florida, indicated that eight states were presently
wing sume form of a competency-based requirements. Twenty-two states
indicated that they were planning to go to competency-based certification
reyuirements Twenty two states indicated that they had nv plans for having
competency based n.qum.mgnta Many of these states indicated that they
were 1 the study ™ stage.?

An immediate vutcome of CBTE is the development of stronger relation-
ships between colieges of education. public schools, and the orgdmzed pro-
o fessior This is valuable in that such relations are more likely to result in the
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provision of the kinds of experiences that are needed for students to develop
v competencies in the *‘real world"* of the teather. It is not feasible to conduct
the necessary experiences in the college classroom. This has been one of the
* major criticisms of traditional teacher education programs. In order to over-
come this handicap close cooperation will be invaluable.

In the pasi, teacher education has been criticized for not successfully
preparing tea:hers to deal with reality in the classroom. The typical ap-
proach of lecturing and giving verbal illustrations of effective teaching has
not been adequate Although CBTE programs are in their infancy and in-
stitutions are feeling their way, students in these programs express greater
satisfaction with them than with traditional programs.

Reese Parker reports that Weber State Coliege students react positively to
the CBTE programs and felt their needs are met satisfactorily. The students
can apply the competencies taught as first-year teachers and as a result of
this Weber State graduates are much sought after by some school districts.
Public school personnel judge CBTE graduates in their program to be more
self-confident. adaptable, student-centered, and better able to fuifill leader-
ship roles than are graduates of other programs. These graduates over-
whelmingly reject the criticism that CBTE programs are **not humanistic.""
They found faculty members to e interested in them as individuals, con-
cerned about their needs and.anxious to give individual attention. -

Institutions involved in CBTE programs are buzzing with activity and
excitement. They are doing something that they feel to be a positive force for
the improvement of teacher education. Visits to these institutions make one
realize that whatever they have gning for them is certainly positive. They
exhibit a commitment about them that is not evident in many of the more
traditional teacher education programs. It seems obvious that CBTE is a
movement powerful enough to make a difference in teaching education.

Responses Opposing CBTE ‘

As is often the case, when something new and exciting comes aleng, there
is a tendency toward lumping all those who oppose it as ones who reject
progress, oppose improvements, new methods, etc. and this has been true to
a degree in characterizing CBTE opponents. However, there is opposition

" for reasons censidered to be valid.

Harr. Broudy opposed CBTE on philosophical grounds and contends that
the movement will fractionate learning by breaking down teaching into too
many bits and pieces, which when put together, will not equal the whole.
Others point out that pre-specified objectives limit the individual learners
choice and tend to focus on narrowly defined program requirements. They
feel that the concept of a teacher as a broadly educated person seems to be 1n
danger.

There is opposition to CBTE in regard to the lack of a sound theoretical
base. Although hundreds of competencies are available many programs do
not describe how they were chosen. A common procedure used is soliciting
suggestions from concerned parties and arriving at a list by concensus. ¥ This
can hardly be considered a sound theoretical base.

Objections are often submitted concerning the lack of rescarch. Many feel
that it is experimental, unproven, and a long way from being scientifically
shown to be superior to other approaches.
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Cnties believe that CBTE s merely transposing one closed system to
anuther new, but equally closed, system and they feel that the new systemis
st as likely to perpetuate conformity as the old. The American Association
of University Professors at their national mecting adopted a resolution which
states 1ts contempt of current efforts by vartous states to impose an exclus,
sive, inflexible approach to teacher education, such as the competency.
performance-based teacher education ‘and certification program, because
they feel that the result “constitutes a debasement of hnowledge and
learning.”*?

One pumary ditfference between CBTE and traditional programs is that
education courses have been replaced by learning modules. The argument
punts vut that modularized instruction limits learning to a single format,
also.

William Drummond feels that most of the major controversies in the
CBTE muvement are and have been related to power-sharing. Will class-
toom teacher unons make the important decisions? Will professors in edu-
cational foundations no longer be needed ! Will colleges of education have to
move to off-campus centers 2 Others fear a power move by the colleges of
education and public schouls over the academic community. All of these
questions deal with the touchy problem of power-sharing.

Along with this is the i1ssue of academic freedom. There are some who see
the possibility of a threat to the professors” right to determine what and how
they teach, This 1y espectadly threatening in states where CBTE is required
for certification.

Conclusion

The CBTE movement has developed very rapidly and it remains to be
seen if its potential is ever realized or if it is just another fad that will fade
away with ume. This brief survey obviously doesn’t cover dll of the re-
sponses to CBTE across the nation, but there is evidence that itis an impor-
tant 1ssuc 1n edugation today and many mstitutions have made the decision
that this 15 the approach that they are committed to in educational reform.
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ATE PUBLICATIONS LIST
(1974 Prices Quoted)

37 Teacher Leadership. A Model for Change—Andrew $4 00 (861-27435)

36 Winds of Change Teacher Education for the Open Area School—Beaven,
Binko. Gilstrap, M. Ishler, R. Ishler, Manolakes, Ross. and Spodek

$3.00 (861-27423)
38 To Cope With The Current Guidelines and Adtivities for Learning to Deal
with Change—Martin $3.00 (861-27411)
34 Students” Rigits: A Guide to the Rights of Children, Youth and Future
Teachers—Haberman $2.50 (867-24492)
3% Guiding Student Teaching Experiences in a Cooperytive Structure—Kerber
and Protheroe $2.50 (867-24490)
32 Teacher Preparation: Supervision and Pcrformuncg—-Spapjer

"$2.50 (867-24488)

. 31 Teachers Should be Human Too—Andrew $2.50 (867-24486) ’

30 The Teaching Clinic: A Team Approach to the Improvement of
Teaching—Qlsen, Barbour. and Michalak $1.25 (867-24484)
29 Teaching is Communicating: Nonverbal Language n the Classroom
—Galloway ’ - $1.00 (867-24482)
1 Guiding Student Tzaching Experiences—Hilliard and Durrance

$1.00 (867-24466)

RESEARCH BULLETINS (figure desigfintes RESEARCH BULLETIN

number)
12 Alternative Approaches to Student Involvement in Teacher Education:
Three Research Studies—Greensten and Greenstein, Ahnell and Templeton, -
Ishler . $2.25 (868-24470)
Il Guidehnes for the Selection of Students into Programs of Teacher
. Education—Haberman $1.50 (868-24468)
10 Interaction Analysis, Selected Papers—Furst, Sandefur and Bressler,
Jonn-ton $1.50 (868-24466)

9 Microteaching: Selscted Papers—Cooper and Allen, Schunk
t $1.50 (868-24464)
8B Simulation as an Instructional Alternate in Teaching Prepur’z’mon

-

—Cruickshank $1.25 (868-24462) \
. AN

COMMISSION PUBLICATIONS

New, Directions in Certification—Andrews $1.50 (861-24496)

Performance-Based Certification of School Personnel—Burdin and Reagan,

editors $1.75 (861-24494)

Feacher  Education: Future  Directions. Report of 1970 Conference

Presentations—Lindsey, editor $4.00 (861-24492) .,

Guulelines to Protessional Excellence in Clinieal Experiences in Teagher Edu-

cation, Posttion Paper 3 ) $2.25 (861-24488)

The College Supervisor. Standards for Selection and Function, Position Papér ‘\

2 . $1.00 (861-24464)

The Stady of Teaching—Corngan. editor $1.50 (861-24458)

The Supervising Teacher. Standards for Selection and Func*ion. Position

Paper 1 NS $1.00 (861-24456)
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YEARBOOKS (figure designates YEARBOOK number)
+47th Internships in Teacher Education $4.75 (860-24468)

43th Professional Growth Inservice of the Supervising Teacher
> $4.75 (860-24418)

44th Theoretical Bases for Professional Laboratory Experiences in Teacher
Education $3.50 (860-24416)

ANNOTATED BIBLIOGRAPHIES

An Annutated Biblhography vn the Professional Education of Teachers
$1.75—Print and non-print materials included (861-24476)

An Annotated Bibhograpny on the Professional Education of Teachers
$1.00 (861-24462)

College-School-Community Partnerships—McGeuc h, editor (1970)

i $.50 (Number 2) (865-24486)
The Professional Develupment of the Student of Teaching—Heidelbach, editor
(1970) $.50 (Number 1) (865-24484)
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ABOUT ATE
ATE IS

¢ An organization for individuals who have-a part or an nterest in the professional,
sociological, psychological, and personal growth and development of those who
will be or are teachers, includigg.those who represent public and private schools,
colleges, and universities; profesaional associations and learned societies; and
government agencies.

MEMBERSHIP IN THE ASSOCIATION OF TEACHER EDUCATORS MEANS

¢ involvement with professional colleagues who are dedicated to the concept of

education for all children and youth and believe that the quality of that education
depends in part upon the effectiveness of those who teach. . .

The Association is further dedicated to the upgrading of teacher performance
and believes that the quality of teacher education can be improved through the
cooperative efforts of interested individuals.

As stated in its constitution, the major purposes of ATE are:

¢ To provide opportunities for the individual professional growth of all per-

sons who are concerned with teacher education: and
® To promote quality programs of teacher education.

THE ASSOCIATION SEQKS TO ACCOMPLISH THESE PURPOSES THROUGH

* Association sponsored conferences, workshops, clinics

¢ Leadership training

¢ Development of ethical standards

¢ Appointment of special committees and commissions to explore current 1ssues

¢ Dissemination of researci. findings, information, and ideas through various com- .
<munications media

¢ Program development and research

¢ Involvement in the development of state and national legislation, rules, and regu-
lations

¢ Cooperation with related organizaiions, institutions, and agencies

¢ Coordination of interorganizationai activities

¢ Professional publications—newsletters, position papers, guidelines, bulletins, bib-
liographies, research reports

MEMBERSHIP IN THE ASSC/CIATION OF
TEACHER EDUCATORS OFFERS YOU

¢ The opportunity to participate in a coordinated national-state-local program of
information and activities devoted to the concerns of teacher educators in schools,
colleges and universities, and related organizations, institutions, and agencies.

* A variety of publications which focus on specific and general issues and problems
in all areas of teacher education—preservice study, practice teaching and intern-
ship, and continuing professional development.

® A means for engaging in productive intra- and inter-organizational dialogue and
collective action on important issues in teacher education.

¢ The opportunity to establish lasting personal and professional friendships of un-
usual variety and richness ATE members represent all levels of teacher education
and its administration from 50 states and several foreign countries.
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